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Abstract

This organizational improvement plan presents a continuous organizational change approach
that addresses communication issues between leadership and two culturally distinct
departments, the Anglo Western and European, in an established Asia-Pacific international
school. Communication is valued in the school’s strategic vision of raising the profile of its
European culture. However, communication from leadership to Anglo Western teachers
concerning how to support the European department remains an area of inaction throughout
the organization. The organizational improvement plan explores internal communication
between leadership and teachers by drawing on the theoretical concepts of organizational
learning theory and transformational leadership to facilitate change and address issues of
equity and marginalization of the European department. The change plan is situated in social
constructivist theory using a conceptual framework based on social interactions at the
individual, group, and community levels to explore organizational challenges. The plan
addresses how to close gaps in communication between leadership and Anglo Western
teachers, as well as reduce negative impacts on the school’s European language and culture
through the inclusion of two ethical paradigms. An iterative plan-do-study-act cycle is
integrated for monitoring and evaluation of the plan, and data is presented in compliance with
a regional data protection ordinance. It is suggested that a cohesive information management
system be leveraged to institutionalize transparent internal communication and support the
school’s strategic vision. The plan exemplifies how applied theory may improve
organizational communication and how this outcome can reduce marginalization of a
department to result in far reaching beneficial consequences for the school under study.
Keywords: culture, data protection ordinance, equity, internal communication,
international school, organizational change, social constructivist theory, transformational
leadership
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Executive Summary

The organizational improvement plan (OIP) addresses communication in East Asia
International School (EAIS; a pseudonym). EAIS is a private international school in the AsiaPacific region offering education from kindergarten through to secondary. It gives students
the choice of an English or European language education through parallel departments: the
Anglo Western department (AWD; a pseudonym) and the European department (ED; a
pseudonym). The languages and cultures of the two departments differ, with the AWD
delivering a westernized international educational curriculum and the ED offering a European
national curriculum through a distinct European language, and have been anonymized for
research purposes. All EAIS members are part of the greater school community, but students
and teachers are members of one of the two departments.
The OIP is unique, as it seeks to reduce negative effects on a department that are
driven by regional demand for a parallel department within the same school. EAIS is in a
highly competitive educational market with strong regional demand for English language
education. It is facing a unique enrolment problem with greater local demand for the AWD
than the ED, and consequently lower ED enrolment numbers, effectively resulting in the
marginalization of its European language and culture. EAIS responded to this issue with a
strategic plan that prioritizes communication and enrolment strategies to help raise the profile
of the ED. However, under the current leadership approach, the school has not improved
internal communication strategies between leadership and the AWD, and so the current state
of EAIS is one where AWD teachers lack communication from leadership concerning how to
support strategies that benefit the ED. The problem of practice (PoP) focuses on how EAIS
can effectively close the gaps in communication between leadership and its AWD teachers to
minimize negative impacts on European language and cultural learning in the school.
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The first chapter presents the organizational history, structure, and context of EAIS
and its challenges as a niche provider of European language and culture in an educational
climate facing neoliberal market demands for international education. A discussion of the
vision of EAIS and mission for excellence in education provides background to the
conceptual framework model. The social constructivist model, based on the scholarship of
Schein (2017), illustrates the complexity of the current state of EAIS through regional
(macro), organizational (meso), and individual (micro) levels of social interaction. The PoP is
introduced and, as change agent, I select a transformational leadership approach. Hofstede’s
(2011) cultural dimensions are explored and cosmopolitanism discussed to frame the context.
A social constructivist lens is applied to focus on interactions within EAIS. The desired state
of EAIS involves transparent communication between leadership and AWD teachers that
enables AWD teachers to help raise the regional profile of the ED. Next, three guiding
questions that address how to improve communication transparency, facilitate communication
between the AWD and leadership, and facilitate communication between individual teachers
and leadership are discussed. In addition, three change drivers that address the unique context
of EAIS are identified, which include low expatriate demand for the ED, the effect of local
enrolment on demographics, and increasing levels of political unrest in the region. The
chapter concludes with analysis and discussion of change readiness based on four sources of
secondary data: Deszca et al.’s (2020) change readiness questionnaire, the strategic plans of
EAIS, an independent review, and supporting scholarship.
The second chapter presents planning and development of the change implementation
plan concerning how and what to change. It critiques three leadership approaches and
explains why the transformational leadership approach is selected for this OIP. Nadler and
Tushman’s (1989) congruence model (NTCM) is used to identify what to change. Following
identification of the issues specific to EAIS by the NTCM analysis, Deszca et al.’s (2020)
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change path model (CPM) guides the process of how to change. Extensive gap analysis and
organizational analysis using NTCM findings reveals the need to address problems within the
structure of EAIS concerning the lack of opportunities to socially interact and construct
organizational communication across campuses, buildings, and between individuals in the
AWD department. Three solutions to address this issue are critiqued and analyzed, with the
use of an organizational information management system (IMS) selected. The second chapter
concludes with a discussion of ethical considerations framed by the paradigms of the ethics of
care and ethics of profession (Wood & Hilton, 2012).
The third chapter presents the implementation, evaluation, and communication of the
change plan. The change plan is expected to be completed in one academic year, yet the
framework and continuous change approach support an iterative improvement cycle that is
flexible should more time be needed to attain the ideal state and goal of the OIP. Monitoring
and evaluation of the change plan are guided by Deming’s (1993) plan-do-study-act (PDSA)
cycle using success criteria related to IMS uptake and teacher feedback. The communication
plan involves stakeholders across EAIS and is designed with inclusivity in mind to address
issues of equity and marginalization of the ED in EAIS.
Following successful utilization of the change plan, a discussion of the next steps and
future considerations identifies three actionable areas. First, efforts can be made to refine
communication change plans to best meet the needs of all teachers and ensure their voices are
heard. Second, EAIS can collaboratively construct strategic communication goals with all
members, including students and parents. The third step is to share and develop future
communication plans in the region by leveraging the social networks of community members.
EAIS can take action to reduce marginalization of its unique European culture and language
by addressing structural issues related to communication enabling it to significantly improve
as an organization.
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Definitions
Asia-Pacific: In the context of the organizational improvement plan, the geographical region
near the western Pacific Ocean that includes East Asia, South Asia, and Southeast Asia.
Benchmarking: The ongoing analysis of performances, processes, functions, and strategies
compared with top-performing organizations through data that assesses an organization’s
current standards in order to improve through change implementation or exceed current
standards (Anand & Kodali, 2008, p. 259).
Culture: The values, beliefs, and behavioural norms of a group that are taken for granted as
basic assumptions (Schein, 2017, p. 6).
Data protection ordinance: A comprehensive regional data protection law applicable to
private and public sectors that strictly regulates how data users should collect, handle, and use
identifying data (PCPD, 2021). The legal title of the ordinance has been anonymized for the
purposes of the organizational improvement plan to protect the school in the study.
Equality: On average, all social groups have the same amount of cultural, social, and/or
financial resources, and are able to gain equal access to educational resources (Espinoza,
2007, p. 355).
Equity: Fairness in relationships when rewards and resources are allocated in proportion to
one’s input or contributions (Espinoza, 2007, p. 348).
Ethical paradigm: A model to establish standards of behaviour, promote objective decision
making, and allow for situational assessment (Seals, 2013, p. 5).
Internal communication: Information dissemination as a management and interdisciplinary
function in charge of the management and production of internal media (Verčič et al., 2012, p.
229). This takes a variety of forms in the organization, including digital magazines, emails,
messaging applications, and member briefings.
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International school: A school where the primary task is to be a legitimate, institutional
provider of an international curriculum (Bunnell et al., 2017, p. 306).
Knowledge mobilization: Agenda at the individual and organizational levels to sustain,
expand, and enhance engagement with educational research (Zuiker et al., 2019, p. 1).
Marginalization: A condition and process that prevents groups or individuals from full
participation in social, political, and economic life (UK Aid Direct, 2017, p. 2).
Neoliberalism: A concept that promotes the supremacy of competition, rational choice, the
market, and the global knowledge economy, and frames education as an instrument for
individual economic gains through privatization and the deregulation of education services
(Bamberger et al., 2019, pp. 204–205).
Organizational change: To modify how things are done in an organization by overhauling
the design of organizational decision making and accountability in order to turn the
organization in another direction while providing members with a new vision for the
organization’s future (Burke, 2018, p. 9).
Organizational learning: The process where an organization accumulates knowledge
through experience, learns as a result of its own actions, and has the capacity to transfer and
retain knowledge (Argote & Hwang, 2016, p. 19).
Social constructivist theory: A theory of cognitive development proposed by Lev Vygotsky
(1978) that suggests human understanding is a social process of collectively constructing
meaning through interactions with others and the environment (Sivan, 1986, p. 211).
Transformational leadership: A leadership approach described as a process where the leader
engages and connects with others, which increases levels of morality and motivation in the
leader and followers to the extent that the leader helps followers reach their full potential
(Northouse, 2019, pp. 163–164).
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Chapter One
The anonymized organization under study in this organizational improvement plan
(OIP), East Asian International School (EAIS), has experienced changes in its approach to
communicating and pursuing its mission of providing academic excellence. These changes are
a response to the perceived marginalization of EAIS’ European cultural identity and European
department (ED) due to the regional popularity of its own Anglo Western (AWD) department.
The OIP addresses the need to improve communication between EAIS leadership and
AWD teachers in order to minimize negative effects on the school’s European language and
culture. It aims to leverage AWD teacher support in promoting the ED. The first chapter
examines EAIS’ challenges across contexts, introduces the leadership problem of practice
(PoP), and presents a leadership-focused vision through Bass and Riggio’s (2014)
transformational leadership approach. Organizational change is framed by social
constructivist theory, influenced by Vygotsky’s (1978) learning scholarship, Schein’s (2017)
research in organizational culture, and Hofstede’s (2011) cultural dimensions.
Organizational Context
EAIS is an independent, not-for-profit, tuition-based kindergarten-through-secondary
international school, located in the Asia-Pacific region. Students enrol in one of two
departments following a selection interview. The AWD uses English as its medium of
instruction to deliver an international curriculum, and the ED’s medium of instruction and
national curriculum, anonymized for the OIP, are European.
Teachers and students are members of one department, and the respective curriculums
are delivered independently of one another. Approximate enrolment is 1,200 students, with
900 in the AWD and 300 in the ED. There are approximately 100 teachers in AWD and 50 in
the ED, mainly of Western and European nationalities. EAIS fits Hill’s (2006) international
school typology, which is based on cultural experience from the student’s perspective, as it is

2
an international school with a national programme of one or more countries and it falls
somewhere between the two extremes of being market driven and ideologically driven. It has
passed accreditation and is internationally recognized as an excellent diploma-granting
European school abroad.
Organizational History
EAIS, consisting at establishment of solely the ED, was founded in the 1960s during
British colonization. The ED targeted a minority population who were excluded from regional
educational options due to the language and cultural barriers at the time. Consistent with
Tarc’s (2013) analysis of the historical rise of international schools under capitalism, EAIS
transplanted its national model into a foreign country, in essence creating a national
international school. The school added the AWD in the mid-1970s due to English-speaking
expatriate demand and increased demand for English-language schooling from wealthy locals.
Demand coincided with a growing economy in which international education was viewed as
useful for enhancing career prospects and social mobility (Tarc, 2013; Bunnell, 2014).
EAIS experienced several expansions over the decades and currently has four
buildings housing the AWD and ED across two campuses developed on government land
grants. Currently, EAIS serves a strong, local wealthy community of regional heritage, as well
as a shrinking expatriate community. The ED delivers a European national curriculum for all
year levels. The AWD has developed its own curriculum for kindergarten through to the
middle years, benchmarking it against the United Kingdom’s national curriculum framework
and assessment standards. Senior AWD students follow an internationally recognized diploma
program. The past five years has seen consistent enrolment in the AWD and the growth of its
waitlist, with the majority of applicants coming from local, wealthy middle class and elite
families. However, the growth of the ED has retracted 10% during this time.
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Organizational Structure
EAIS is a large organization with six educational divisions. Both the ED and AWD
consist of kindergarten, primary, and secondary departments. The organizational cultural
context of EAIS is managerial (Bergquist & Pawlak, 2007), with a top-down leadership
structure and a study in cultural complexity. Scholarship suggests managerial culture is
exemplified when efficiency, effective supervisory abilities, and fiscal accountability are
valued and the organizational focus is on the purposes and goals of the institution (Bergquist
& Pawlak, 2007; Kezar & Eckel, 2002). EAIS demonstrates several factors that align with this
concept of a managerial cultural context. For example, EAIS’ management style follows a
vertical hierarchy, focuses on transactional relationships, and its leadership guidance comes
from above. The EAIS hierarchical structure is internally referred to as line management. The
principal and chairperson of the board are positioned at the top tier, followed by senior
management team (SMT) members, including the heads of the AWD, ED, human resources,
finance, and the board of directors, then the deputy heads, and beneath them are the subject
leaders across departments. The final tier consists of the teaching and facility staff. The
hierarchical management line is illustrated in Figure 1.
Employees are non-unionized, contracted annually, and participate in annual reviews
conducted by SMT. This management structure potentially limits the empowerment and
negotiating strength of teachers (Livingstone, 2018) and erodes teachers’ trust (Codd, 2005).
For example, teachers may not voice concerns or improvement initiatives at their annual
review for fear of critiquing the very management responsible for extending their teaching
contracts. Consequently, leadership initiatives are shaped by this traditional managerial
context. Change initiated at the bottom level of line management often fails to be heard at the
top, and change initiatives coming from the top level do not generate significant support from
employees at the bottom (Heyden et al., 2016). However, as a subject leader and teacher in
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the AWD, I have the ability to work within and change rigid organizational structures
(Chingara & Heystek, 2018) as the change agent to ultimately facilitate more transparent
internal communication within and beyond my own department.
Figure 1
Traditional Management Structure of EAIS
Principal &
Chairperson of the
Board

Board of Directors

Senior Management
Team

AWD Head
(SMT Member)
& Deputy Head

ED Head
(SMT Member)
& Deputy Head

AWD Subject
Leaders

ED Subject Leaders

AWD Teachers

ED Teachers

Note. Line management is specific to department below the level of SMT. The principal and
chairperson of the board are accountable for leadership decisions across the AWD and ED.
Organizational Leadership Approaches
EAIS has been led with authoritative leadership practices for over a decade, where the
leader holds the developing direction of the organization and controls resources and the
desired outcomes (Schuh et al., 2013). Organizational leadership decisions are made by the
governing board of directors and the SMT, with the principal and chairperson of the board
having the strongest authority. EAIS has few opportunities for internal promotion or emergent
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leadership to develop and does not regularly survey teachers to gather suggestions and
recommendations towards decision making related to strategic plans, consistent with an
authoritative leadership style (Achimugu & Obaka, 2019). In contrast to my transformational
leadership approach of working with teachers as change agent, teachers are currently
informed of leadership decisions through top-down management communication.
As a niche provider of a European language education, EAIS must develop its internal
communication to galvanize employee support and ensure viability of its unique culture
(Nordby, 2020). EAIS leadership is strategically focused on enrolment figures, European
language skills, and cultural support within the ED. As change agent, I perceive tacit support
amongst teachers for raising the profile of the ED. European culture at EAIS is celebrated
through two festivals by the AWD and ED each academic year, and there is respect between
teachers of both departments for their respective cultural backgrounds. These attempts at
cultural celebration align with Schein’s (2017) social constructivist level two relationships,
where members reduce psychological distance by forming more trust by viewing one another
beyond role occupants. Integrating the ED culture in the fabric of EAIS is not frequent
enough to grow beyond Schein’s (2017) level one relationship, where the relationships
between members is transactional. However, there is an established pattern of low internal
communication, mainly in the form of emails or website notifications, between leadership and
AWD teachers concerning ED strategies, their effectiveness, and how to support the ED. This
suggests a gap in EAIS strategy, as it excludes the possibility of AWD contributions.
EAIS Vision, Mission, Values, Purpose, and Goals
The mission of EAIS is to produce academic excellence and prepare its graduates for a
vibrant community, with its stated organizational mission being to build on its legacy of
educating students in the region (EAIS, 2020). The EAIS values include excellence and
leadership through quality teaching in order to support student development in an accountable
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manner (EAIS, 2020). The EAIS goals are to protect community traditions and prepare
students for the future.
This OIP argues, in view of macro, meso, and micro levels, that the macro culture at
the national level is one driven by neoliberal ideals in terms of competitiveness and
globalization, while the macro level frames the EAIS mission. Schein’s (2017; 1996)
organizational culture and subcultures form the meso level of EAIS, where the values and
goals are framed. At the meso level, EAIS functions as one school with two distinct
departments: the ED and AWD. The micro level consists of individual organizational
members; for example, a teacher or head of department. The differences in levels are
illustrated in Figure 2, and social interaction within and between levels occurs.
Figure 2
Conceptual Model of EAIS Macro-Meso-Micro Contexts

Note. Context of EAIS macro, meso, and micro levels for interaction based on Schein (2017).
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Schein (2017; 1996) further splits these subcultures into three distinct categories,
namely operator, engineering, and executive cultures. The EAIS meso level aligns with
Schein’s (2017; 1996) operator culture as the internal culture is EAIS’ academic excellence,
the engineering culture consists of the ED and AWD teachers, and the executive culture is
EAIS’ leadership represented by the principal and SMT. Micro levels consist of the
relationships and social constructivist learning interactions between individual EAIS teachers
who, according to Schein (2017; 1996), share a history in the organization and tend to emerge
in small groups. EAIS’ purpose is framed in the micro level because it is facilitated by
individual teachers.
Political, economic, social, and cultural contexts shape EAIS and leadership decisions
because they impact the macro to micro levels. The leadership response is socially
constructed through the influence of Hofstede’s (2011) cultural dimensions, specifically
uncertainty avoidance, which is a measurement of how strongly a society attempts to control
its future. At the macro level, regional competition for the dwindling expatriate market and
recruitment of local elites is affecting the organizational culture at EAIS. What was once a
niche European regional hub for traditional festivals and celebrations now finds itself
marketing exam results and multilingualism across a variety of social media outlets and
regional publications.
The AWD has a strong position in Asian international school rankings, but this
requires competing in a highly saturated, competitive, and growing market (ISC Research,
2021). Concerning the difference within EAIS in terms of Hofstede’s (2011) uncertainty
avoidance, with the ED wanting to ensure stability and the AWD being flexible, academic
results are a cultural pillar that affect leadership strategy at the meso level. Recently,
leadership identified factors influencing ED enrolment with the future success of EAIS in
mind (EAIS, 2020). Factors included the changing landscape of regional international
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schooling, increased global and regional market competition, demographic changes in the
student population, demand for European and English language educational programs, future
financial sustainability, and EAIS’ regional cultural importance (EAIS, 2020). In response,
leadership introduced marketing and curricular delivery strategies to increase ED enrolment.
Leadership announced measures to build on the strengths of the ED at the meso level
to build on its aspirations to remain an institution offering academic excellence. The measures
failed to include input from those in the lower tiers of the managerial culture, resulting in
confusion and suggestive of a significant organizational gap. Those supportive of the ED’s
initiatives did not know how to begin to support the changes in their respective departments.
Applying Hofstede’s (2011) uncertainty avoidance, the directives were intended to
maintain the reputation of EAIS and the viability of its ED. Measures were implemented
through an authoritarian leadership approach, with teachers told to facilitate strategic
programs on the micro level without being part of the decision-making process. At the micro
level, individuals and teaching teams felt uninformed. A communication gap was identified,
as some expressed confusion about new programs to the extent that leadership’s efforts to
promote the culture were interpreted not as building up the ED culture but instead as creating
financial streams. Initial strategies included an intensive ED program for secondary students
having low European language fluency, and a bilingual kindergarten structure. In 2021, EAIS
added an intensive ED program for primary students who have limited European language
skills. EAIS also increased the number of curricular European language lessons for primary
students to develop a stronger European cultural connection through the school (EAIS, 2021).
Due to a lack of communication from leadership to AWD teachers during the
development and initial implementation of the programs, anecdotal evidence suggests staff
has viewed the programs as being financially driven with low intent to strengthen European
culture. To date, the AWD has not introduced new strategies to facilitate a greater internal
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European cultural or language connection (EAIS, 2021). This has resulted in widening the
communication gap further in terms of what is needed to support the ED from the micro level.
Leadership Position and Lens Statement
The following subsections address the change agent’s personal position, agency,
leadership lens, and role in the change process.
Personal Leadership Position
Leadership agency is framed in relation to interactions in the EAIS learning
community, as scholarship suggests learning occurs normally and is situated in any embedded
context, learning activity, or culture (Lave & Wenger, 1991). Leadership positionality theory
suggests individuals have a position that affects how they socially construct the world, and
this position is shaped by multiple identities such as class, race, and gender, which
simultaneously reinforce and construct each individual’s perspective (Kezar & Lester, 2010).
As the change agent, I am a female, Caucasian, English-speaking Canadian expatriate,
working full-time in the AWD. I am objective and will act ethically towards data collection,
analysis, and interpretation. I have a decade of experience as a subject leader and teacher in
the AWD. In addition, I acknowledge a lack of lived experience concerning what it is like to
teach and lead in the ED, to manage stakeholder comparisons to the AWD, and to be a
member of a minoritized department in an international school.
Personal Leadership Lens to Leadership Practice
My theoretical approach to leadership is viewed through a social constructivist lens
and guided by the transformational leadership approach. I feel strongly that social interactions
are necessary for deeper learning, and the transformational leadership approach suits my
personal philosophy, since it is critically important for team cohesion (Hagris et al., 2011).
Social constructivist theory, championed by Vygotsky (1978), focuses on the social
interactions between individuals, how these interactions enable knowledge creation, and helps

10
to understand social norms (Cole & Wertsch, 1996; Yoon, 2019). By addressing the guiding
questions of PoP, the change plan enables opportunities for knowledge creation between
EAIS individuals. Interactions between teachers and factors of the change model can be
analyzed, specifically their work, work culture, and EAIS’ structure.
Analysis of communication between individuals, teachers, and departments is
enhanced by considering the context and culture in which they occur (Kim, 2001). Schieffer
(2006) argues that social constructivist principles support an integrated approach towards
transformational leadership of co-leadership within an organization. Leadership employing
social constructivist theory positively contributes to organizational change in schools
(Yildirim & Kaya, 2019). In addition, social constructivist theory is built on practical skills
based on the development of interpersonal, intrapersonal, and change agent skills, suggesting
it compliments transformational leadership (Billsberry, 2014).
Transformational leadership inspires followers through challenges, provides meaning
and understanding to the change process to ideally expand followers’ mastery of their own
leadership abilities, and positively impacts members’ commitment to the organization (Bass
& Riggio, 2014; Hallinger, 2003). Hallinger (2003; 2011) critiques transformational
leadership, as the personal capabilities associated with it may be difficult to cultivate, and
suggests there is greater leadership strength in integrating leadership models. However,
Hallinger (2003) also suggests transformational leaders support an organizational
environment where teachers are engaged in sharing knowledge and continuously learning.
Increased engagement of members through the transformational approach is supported by
Hagris et al. (2011), who found the approach to be essential for team cohesion and efficacy.
Transformational leadership strategies that empower individuals facilitate a shift towards
individual responsibility for organizational improvement (Alqatawenah, 2018). Teachers will
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be inspired, supportive, and committed to improving communication between departments
and facilitating lasting change in organizational communication.
Role in the Change Process
Transformational leaders develop and promote improved performance in organizations
and facilitate consensus building during organizational change (Kearney & Gebert, 2009;
Weller et al., 2020). There is also a significant relationship between transformational
leadership strategies and organizational learning (Barnett & McCormick, 2004; Hallinger,
2003; Hallinger, 2011). Transformational school leadership improves school conditions,
teacher behaviour, and teachers’ internal states (Leithwood & Sun, 2012). The change agent’s
role in the process is to facilitate communication with individuals in both departments using
transformational leadership strategies of motivation, empowerment, and intellectual
stimulation in change management (Alqatawenh, 2018; Weller et al., 2020).
Facilitating communication opportunities through a social constructivist framework
also integrates the transformation process of Nadler and Tushman’s (1989) congruence model
(NTCM) during the next phase of the change process. Transformational leadership strategies
and communication opportunities, such as motivating teachers to innovate communication
pathways and encouraging others to create change in raising the profile of the ED, are utilized
from the change agent’s position of subject leader in the AWD. Such social interactions
leverage EAIS’ internal factors of communication structure, culture, and environment, as they
significantly shape teachers’ ideas of transformational school leadership (Liu, 2015).
Agency
As a subject leader in the AWD primary, I am the change agent responsible for change
in my departmental subject, including how information is shared internally. I understand
conditions must be met to reduce potential stakeholder concerns, to meet conditions to
implement the OIP, and to action solutions to the PoP. I am a mid-level leader in the
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organization and responsible for managing my department by working closely with
approximately twenty teachers and senior leaders across EAIS and its campuses. Leading
from the middle is supported in the scholarship and middle leaders can be agents of change
(Broadhurst et al., 2021; Gaubatz & Ensminger, 2017). In addition, scholarship suggests that
women are more comfortable moving away from top-down forms of power to collaborative
approaches (Broadhurst et al., 2021), and I feel very comfortable empowering others to lead
through transformational strategies such as inspirational communication and motivating
followers to work well in groups (Vashdi et al., 2019).
My role provides access to both SMT members and individual teachers in the ED and
AWD, suggesting greater opportunities to inform, encourage, and support EAIS members.
Gaubatz and Ensminger (2017) found that mid-level leadership positions open doors to
communication with a variety of personnel, enabling such leaders to influence the school in
terms of individual faculty learning, small faculty group learning, and whole-school
organizational learning. Moreover, my initiative to engage with the PoP offers my head of
department time to focus on other leadership tasks and opportunities (Gaubatz & Ensminger,
2017). However, a drawback is how expectations of the head of AWD must align with those
of teachers, because mid-level leaders, such as myself, need support from both administration
and the faculty for meaningful change to occur (Gaubatz & Ensminger, 2017; Peacock, 2014).
Leadership Problem of Practice
The following subsections present the PoP through a deductive discussion that
summarizes issues at EAIS and culminates in a guiding statement. The current and desired
states are described with an emphasis on the role of communication in the organization.
Problem of Practice Statement
An emerging challenge in the multilingual international school is the increasing
disconnect of the communication of school initiatives and priorities between leadership and
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AWD teachers. AWD teachers do not know how to support the ED due to ineffective
communication methods. EAIS’ reputation as a provider of a European language and culture
is threatened because of weak local and expatriate interest in the ED (EAIS, 2021; Yoon,
2020).
Recently, leadership introduced new strategies to strengthen enrolment in the ED. Due
to misunderstandings of strategic initiatives and ineffective organizational communication
between leadership and the AWD teachers, there are delays in organizational improvement
efforts (Saruhan, 2014). As a consequence, the AWD is not adapting to better support
European language and culture in a competitive international school market (EAIS,
2021). AWD teachers are excluded from supporting the ED, as poor communication reduces
engagement with change initiatives (Kang & Sung, 2017). Teachers reactively change their
professional routines in response to change strategies, yet remain unable to explain how the
new ED programs function on a logistical level. They also struggle to understand how the
programs support the school’s ideological vision of European cultural viability (EAIS, 2020).
Direct communication from the principal to teachers is of vital importance during
organizational change (Yao et al., 2020), yet this is not in EAIS’ approach.
Subject leaders in the AWD provide an informal link with the ED and are tasked with
the responsibility of facilitating more effective communication methods to support the sharing
of information between them. There is tacit support not yet leveraged between AWD and ED
teachers to potentially promote European language and culture. The PoP to be addressed is
how can EAIS close gaps in communication between leadership and AWD teachers to
minimize negative impacts on European language and cultural learning in the organization?
PoP: Current to Desired State
The desired state of EAIS is one where communication between leadership and the
AWD, specifically about strategic initiatives to support the ED, flows in a top-down and
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bottom-up manner. EAIS needs to develop a communication system for individual teachers to
access in order to leverage support for the ED from AWD individuals at the micro level.
Communication is categorized to be inclusive of all levels of influence, from meso to micro,
consistent with Schein (2017), from the individual through to teacher communication,
departmental communication, and school-wide communication.
What is essential to acknowledge about communication between leadership and
teachers is that EAIS is a multilingual international school. As the change agent, I consider
the wider implications of change in terms of various perspectives within the organization in
order to avoid focusing on initiatives for improved communication pathways that favour the
AWD’s context over that of the ED. Scholarship suggests transformational leadership
strategies can eventually lead EAIS to a state where the communication system evolves into a
dynamic and multidirectional one (Leithwood & Sun, 2012). EAIS’ ideal state is one where
communication to support the ED flows smoothly between leadership and AWD teachers.
Framing the Problem of Practice
The following subsections outline influences on the PoP, including factors related to
neoliberalism and cosmopolitanism. This is followed by a PESTLE analysis and concludes
with an explanation of guiding organizational theories.
The Neoliberal Influence
Neoliberalism is a conceptual idea that promotes the supremacy of market competition
and the global knowledge economy, where education is framed as a tool for individual
economic gain through privatization (Bamberger et al., 2019). Neoliberal factors may force
EAIS to perpetuate an image of elitism that conflicts with the inclusive organizational vision,
adding a layer of complexity to the PoP. For example, by marketing AWD exam results and
acceptance rates into prestigious universities, local demand seeking cultural capital from an
English-language education rises (Bunnell & Hatch, 2021) at the potential expense of the ED.
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Neoliberalism provides an effective means of control and social engineering, as it
extends market mechanisms to the social-cultural sphere (Olssen et al., 2004). EAIS uses
external international schooling accreditation as a marketing tool. Thus, the region’s
neoliberal expectations imposed on educational providers has created a form of regulation in a
fiercely competitive market. Success outcomes of the PoP will be difficult to evidence at the
macro level without challenging the neoliberal ideals (Rezai-Rashti et al., 2017; Sjøberg,
2015). Market demands may compete with the OIP’s goals for improved internal
communication.
Cosmopolitanism
Complimenting the larger neoliberal influence, cosmopolitanism also frames the PoP.
Cosmopolitanism is conceptualized as a conscious and constructed moral and political ideal
of global citizenship (Beck & Sznaider, 2006). Weenink (2008) argues that cosmopolitanism
explains the advancement or reproduction of social class, since it is viewed as a form of
capital to be used in a globalized world. International schooling is widely becoming a branded
product to suit cosmopolitan ideals (Bunnell, 2014). Previous research by Nguyen and
Nguyen (2017), Tanu (2014), and Weenink (2008), suggests that parents actively seek
cosmopolitanism through international schooling to ensure social reproduction for their
children.
Regional parents view attending an international school as a status symbol and tool to
increase personal global market competitiveness (Schmidt, 2010; Yamato, 2003). Regional
enrolment is driving increased demand for international schooling as a means to access
greater cosmopolitan cultural opportunities (Bates, 2011; Bunnell, 2019; Kim, 2019).
Evidence of EAIS being influenced by cosmopolitanism includes leveraging alumni status as
a requirement to exclusive membership networking, and preferential applicant status being
given for children of alumni. Leveraging the desire for increased cosmopolitanism may
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stimulate EAIS to support improved communication between leadership and the AWD at the
micro level. In doing so, growth and investment in internal accountability, as suggested by
Fullan et al. (2015), through facilitation of intercultural communication and the development
of a collaborative culture, may result. As collective commitment and professional
responsibility are strengthened, student learning improves (Fullan et al., 2015), reducing
friction between the goals of the OIP and cosmopolitanism pressures at the macro level.
PESTLE
Political, economic, social, technological, legal, and environmental (PESTLE) factors
are analyzed to identify any potential external input on the constructive process within EAIS.
They are also considered at the input stage of the NTCM – the model selected for
performance gap identification. Political factors influencing the change plan include recent
judicial laws that focus on regional security and are viewed by some as infringing on
individual freedoms (Singh et al., 2021; Wong & Cheung, 2021). Reports suggest 40% of
expatriate professionals plan on leaving the region within the next two years due to the
restrictive political environment in addition to the government’s response to the COVID-19
pandemic (Pao, 2021).
Economically, the region remains one of the world’s most expensive in which to live
and work, with a high cost of living and consumer price inflation (McPadden, 2021; Yim,
2021). Socially, the wealth gap has widened, stressing cultural barriers related to social
inequalities, and there has been little growth in the technology sector to draw in professional
expatriates (Lam, 2020; Office of the Government Economist, 2020; Wang, 2018).
Legally, strict COVID-19 response measures have also facilitated a loss of
professional expatriate interest and potentially increased emigration rates (Yau, 2019; Yoon,
2020). The pandemic has put stress on the environment, but with the vaccination rate standing
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at approximately 30% (Regional Government, 2021), EAIS has established contingency
plans.
Analysis suggests the culminating effect of the PESTEL factors may strongly
influence the demographics of the ED and AWD. Enrolment demographics reflect a high
number of local students. Projected growth is based on demand from wealthy locals and
elites. This may raise the urgency of reducing negative effects on the ED’s unique language
and culture, as local demand for the English language and its associated social capital may
pressure EAIS to deviate from its vision of promoting European language and culture.
Social Justice Context
The change agent must consider the wider implications of change in terms of social
justice across various perspectives within the organization. Translanguaging is the practice
and instinct of bilinguals, or multilinguals, to engage in the mixing of language resources to
recontextualize ways of knowing and being in social domains (Kubota, 2020). EAIS leaders
of European backgrounds are expected to speak English fluently as an additional language,
and scholarship by Li (2017) suggests they would engage in translanguaging by using their
languages as one communication system in context. However, EAIS communication favours a
monoglossic approach by separating languages by department, and this forces bilingual
leadership, including the principal, to think in terms of two separate contexts: the AWD’s
English-language context and the ED’s European-language context.
It is argued that improved communication will strengthen equality and equity in EAIS,
as the AWD would actively support ED strategies. Injustice in EAIS is evident through the
over-representation of English as reflected in school services. For example, the cafeteria staff,
librarian, and nurse use English instead of EAIS’ European language, and preference is given
to English-speaking support staff when recruiting. Kumaravadivelu (2016) argues that nonnative, English-speaking professionals self-marginalize in their language when teaching, a
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behaviour in EAIS the change agent has personally observed. Marginalized ED teachers may
end up legitimating the oppressive system instead of changing existing power relations or
advocating for their unique identity (Kubota, 2021).
Through improved communication, it is possible to liberate the ED from a single
voice, monoglossic hegemony (Otheguy et al., 2018) and embrace heteroglossic
communication to represent many ED voices. I intend to expand communication approaches,
situated in social constructivist and cultural arenas, to highlight how other ways of thinking
about communication have been masked (Kubota, 2020).
Guiding Organizational Theories
Organizational learning theory and organizational cultural theory, drawing on
scholarship from Schein (2017) and Senge et al. (2012), influence how the PoP is addressed.
The OIP frames the PoP in a macro-meso-micro analysis to situate it within broader
contextual forces and to identify gaps between micro-level practice and meso-level
institutional policies (Aizawa & Rose, 2018; Schein, 2017).
In a broad context, the PoP is situated in the macro field of international education.
There is no global consensus in the scholarship concerning the definition of an international
school (Bunnell, 2014). For the purposes of this OIP an international school is defined as a
school institution that offers an international curriculum to its students as its primary task
(Bunnell et al., 2017). Regionally, international education is viewed instrumentally as a
market, global business, and means to social capital (ISC Research, 2021; Yamato, 2003).
Internal communication between the organization and members at the meso level is
operationally defined as communication across EAIS that is facilitated by leadership but
constructed through interactions with other factors. Constructed by teachers and leadership
within each respective meso level department, departmental communication is created
through daily interactions and the implementation of school-wide communication.
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Interactions within teaching teams construct teacher communication, and individual
communication is considered each teacher’s own micro-level communication construct.
EAIS’ desired state is to be a learning organization that facilitates educational
excellence in the AWD and ED. Schools can be sustainably vital, not under authoritarian
command, but by having a learning orientation where teachers develop their capabilities,
express their ideas, and build their awareness together (Senge et al., 2012). According to
Senge et al. (2012), organizational learning theory involves examining how organizational
members think and interact, how learning is connected, and how learning is driven by vision
through five disciplines.
Two disciplines that articulate individual and collective aspirations and which are used
to set direction are personal mastery (developing a coherent image of your own vision and
results you want in your life) and a shared vision of the desired future (the collective common
purpose of the teachers at EAIS). Reflective thinking and generative conversations happen
through the third discipline of mental models (reflection and inquiry skills to develop
awareness of tacit elements at EAIS) and the fourth discipline of team learning (the discipline
of group interaction where people learn to discuss and mobilize their actions to achieve shared
goals). The fifth discipline is systems thinking, where people learn the interdependencies and
changes, based on feedback from the system of EAIS, that help them deal with the factors
shaping the consequences of their own actions. Framing the PoP within the five disciplines,
with emphasis on the fifth, develops awareness of what is governing collective behaviour in
EAIS and shaping future directions. Systems learning influences how to achieve the desired
state and improve communication between leadership and the AWD to better support the ED.
Guiding Questions Emerging from the Problem of Practice
Exploratory questions to address the gap between the current state and the desired
state need to be manageable in the current context, as well as reasonable and measurable

20
(Briggs et al., 2012). Three guiding questions that meet these criteria are presented. They are
lines of inquiry that provide direction and focus on planning change to reach the desired state
of EAIS.
Leverage Internal Interest to Strengthen European Culture
Galvanizing internal interest to support the ED has the potential to create a vibrant
learning culture during a period of change, which is positively correlated with improved
teamwork, higher job satisfaction, and workplace contentment (Benoliel & Berkovich, 2017;
Lin & Huang, 2021). The first question emerging from the PoP is how can EAIS leverage
internal interest in strengthening its European culture and language?
Collective assumptions by teachers that current gaps at EAIS are part of the
organizational structure and simply routine creates challenges because, according to Ball
(1987), any perceived division could negatively affect goal attainment. Teachers are the
bearers of change and they influence drivers of the school’s mission (Hayes et al., 2004), yet
leadership did not involve them in previous strategies to elevate the ED. A lack of assessment
of internal interest may lead to an inadequate strategy and greater resistance to change
(Morgan & Zeffane, 2010). A line of inquiry to address this question is to survey internal
interest and leverage it for change.
Improve Communication Between EAIS’ Leadership and AWD Teachers
The second guiding question is how can EAIS improve communication transparency
between AWD teachers and leadership to effectively present strategies intended to raise the
ED’s profile? Transparent and direct management communication from school leadership to
teachers is positively correlated with teachers’ feelings of empowerment, commitment, and
job performance (Yao et al., 2020). However, AWD teachers are infrequently briefed on
strategic decisions from the principal that directly impact the ED.
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Internal data suggests only two direct communications from the principal to the AWD
teachers concerning strategies to support the ED occur per year. Beyond the risk of teachers
feeling disempowered, with low job commitment and performance dropping (Yao et al.,
2020) due to poor communication, teachers may resist change. Employees are more accepting
of change initiatives when employee and leadership communication styles align (Frahm et al.,
2007).
Strategies to Facilitate Communication Between Teachers and Leadership
The third guiding question emerging from the PoP is how can EAIS introduce
strategies that facilitate communication between an individual teacher and leadership
concerning strategic decision input? Employees who feel their organizations communicate
poorly with them are seven times more likely to be dissatisfied at work (Drake et al., 2005).
EAIS could benefit by exploring communication from the micro level of the individual AWD
teacher to the meso level of leadership, as it leads to empowered employees with higher levels
of organizational commitment and trust (Park et al., 2014).
Bottom-up communication may be favourable because the AWD and ED each have a
low score on Hofstede’s (2011) power distance – a measure of how a culture views power
relationships indicating less acceptance of inequality and preference for direct
communication. Adequate communication about strategic change elicits change readiness and
mitigates the intent to display change-resistant behaviours (McKay et al., 2013). EAIS
individuals need a communication avenue.
Leadership-Focused Vision for Change
A priority for change is to prepare the change agent and EAIS for service in
supporting EAIS’ regional viability. The change vision is to develop an organizational state
where EAIS promotes the ED, its language, and its culture through the improvement of
leadership's communication of ED initiatives with AWD teachers. The change vision intends
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to champion EAIS’ European language and culture by leveraging support through the AWD
without marginalizing the ED or silencing voices.
Leadership has framed EAIS’ vision of supporting the ED through increased ED
enrolment figures (EAIS, 2020; EAIS, 2021). However, this vision did not take into account
how to communicate strategies to the AWD about the ED in order to galvanize AWD support.
Instead, success is instrumentally measured in terms of the year-on-year percentage increase
for enrolment in the ED (EAIS, 2021).
Increased enrolment directly corresponds with an increase in tuition fee collection, a
source of school funding, and suggests leadership is prioritizing a neoliberal agenda of market
gain over authentic efforts to strengthen the influence of the ED’s language and culture
internally (Bunnell, 2014). In addition, local student recruitment is influenced by EAIS’s
perceived reputation and often based on regional publications (Slater, 2021).
The lack of communication between leadership and AWD teachers concerning the
strategic inclusion and promotion of European language and culture is creating an information
chasm between AWD and ED (A. Gendaf; anonymized personal communication, May 15,
2021). Communication minimizes conflict related to micropolitics between stakeholders in
educational organizations (Caffyn, 2007). To align with leadership’s current vision of
increased ED enrolment, improving internal communication to reduce negative impacts on
EAIS’ European language and culture may ultimately attract more local families, as parents
seek strong cultural capital opportunities (Weenink, 2008; Yamato, 2003).
To identify gaps between the current and future organizational state, the NTCM
enables an understanding of EAIS’ main drivers of performance and the relationships between
them (Sabir, 2018). The NTCM for EAIS is illustrated in Figure 3. The gap between the stated
vision and the lack of internal support opportunities for the ED by the AWD may lead to a
negative impact on EAIS’ reputation as a viable provider of European language and culture.
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Figure 3
EAIS Gap Identification Through the Nadler-Tushman Congruence Model

Note. PDSA refers to plan-do-study-act (Deming, 1993).
Inputs to the NTCM that affect EAIS are next considered from the macro perspective.
Regional shifts related to political, legal, and social changes, outlined in detail in the
PESTLE, are affecting the demographics, with elite locals replacing the expatriates who
leave. The international school market remains strong, as does EAIS’ position, and the new
ED enrolment initiative has attracted local elites. However, demand for the ED is lower
than the AWD. Overall, the resources of market position, capital, and professional staff have a
positive influence on the transformation process. Historical inputs include EAIS’ strong
European community role and ties to European universities, businesses, and embassies. The
model is limited, as it cannot offer solutions after identifying gaps because it does not provide
a prescriptive course of action (Burke, 2018). It is selected because of its reliable use in
organizational change, transformation focus, and emphasis on external environmental
influences (Burke, 2018; Deszca et al., 2020; Reed et al., 2018).
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The transformation process of the NTCM involves meso and micro analysis of EAIS’
work, culture, structure, and people. EAIS is known for excellence in teaching and learning
and incorporates this into its vision. It is promoting the ED in an effort to protect ED culture
and language. The culture of AWD and ED diverge, which may be related to the established
authoritative leadership and top-down management communication lines. As the AWD is a
larger department, the ED may be marginalized when strategic decisions are made, and
communication solutions may go unheard. Voice, particularly against a dominant narrative,
may be negatively viewed as resistance (Bryant, 2006), and this may ultimately contribute to
the lack of communication between leadership and the AWD concerning how to support the
ED. There is also the neoliberal influence of market competition that puts EAIS at risk of
devaluing the ED if the AWD outperforms it in terms of local demand and, consequently,
financial viability. The people directly impacted by the transformation process include the
principal, SMT leadership, administration, and teachers in ED and AWD. Ethically, students,
alumni, and parents are stakeholders in the process.
EAIS is structured as a multilingual independent international school with two
departments, the AWD and ED, that share campuses and are both governed by the principal,
board of directors, SMT, and the regional education bureau, yet NTCM outputs indicate the
AWD has a higher profile than the ED. This view of EAIS may perpetuate behaviours that
marginalize the ED, suggesting an urgent need for deeper analysis. EAIS is facing an issue of
equity in terms of how the ED is represented and how knowledge of ED strategies is shared
with the AWD. The factors of increasing enrolment based on neoliberal demands, lower local
demand for the ED language than English, and opportunities for the ED to request support
deserves further exploration. The following section on drivers for change will provide a
context-specific discussion of these factors.
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Drivers for Change
Planned organizational change is complex, and a change leader needs to be aware of
why it is needed to credibly communicate the message for change (Burke, 2018). A change
driver is operationally defined as a pressure, internal or external, that influences an
organization’s change plans (Smits & Bowden, 2015). Diagnosis and gap analysis identified
three areas where EAIS can stimulate soft change drivers. Soft change emphasizes the process
of how change happens, as well as the content and control of change, with consideration for
the cultural and political aspects of the organization, its structure, and its systems (Senior &
Fleming, 2016). It is driven by organizational and individual learning because the
development of organizational culture and employee capability is based on this knowledge
(Beer & Nohria, 2011; Senior & Fleming, 2016).
The first driver of change is reduced expatriate demand for the ED coupled with
strong local demand for the AWD. Reduced demand may drive soft change in terms of EAIS’
response to local market demands. In this context, EAIS needs to increase local enrolment
without marginalizing the ED by promoting both the AWD and ED in an equitable manner.
To do so, the AWD needs to better understand strategies to support the ED prior to EAIS
acting on them, or teachers may experience a larger organizational communication gap.
A second driver is the shift in student demographics within the school concerning
lower European expatriate student numbers and pressure to increase enrolment from the local
pool of students who have Asia-Pacific cultural and language backgrounds. In this context,
EAIS needs to assume the role of sole provider of European culture and language for local
students, because a strong school culture requires support from all organizational members
(Lee & Seashore Louis, 2019). ED voice is needed because a focus on leadership perspectives
of change, in this case to increase enrolment numbers, provides members with a limited
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understanding that marginalizes employees’ version of organizational change at the expense
of the dominant narrative (Bryant, 2006).
A third driver is political unrest in the region. Instability at the macro level may
influence EAIS members to strengthen organizational culture at the meso level as they seek
community reassurance through human security (Luk, 2021). Again, support for the AWD
and ED should be equitable and ED strategies better understood. Through micro level
interactions as a form of stability, the negative impacts on the ED’s initiatives may be
reduced. For example, conversations between teachers at the micro level may help drive
change once AWD teachers learn the requirements of ED teachers.
There is an urgent need to address drivers of change to reduce possible negative
effects on the ED and the potential for change resistance (Thakur & Srivastava, 2018). In
addition to a weakened European culture and loss of language, local demand-driven growth of
the AWD may lead to a sustained drop in ED enrolment. With low parental demand, revenue
concerns, and a decline in enrolment, the ED may need to amalgamate with the AWD as Irish
and non-Irish medium schools did for stability decades ago (Commission on School
Accommodation, 2001). With drivers of change and the consequences considered, solutions
leading to an improved situation are proposed in the following chapter.
Organizational Change Readiness
Assessing change readiness helps in the design of interventions to address the needs of
individuals at various stages throughout the change process, thus reducing barriers to change
and misperceptions related to coping with organizational change (Cunningham et al., 2002).
The process for assessing change readiness is to triangulate secondary data collected from
Deszca et al.’s (2020) readiness-for-change questionnaire, EAIS’ strategic planning
documentation, descriptive data from an independent European national accreditation review,
and supporting scholarship. Triangulated data strengthens validity and credibility (Bryman &
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Bell, 2015), and synthesizing the descriptive data will help determine EAIS’ change readiness
assessment. Change drivers identified through the synthesis then need to be linked to specific
steps in the change process in assessing change readiness (Whelan-Berry & Somerville,
2010).
At EAIS, the leadership team directs the vision and strategies to reach the school’s
future vision through strategic planning that can be compared to the results of a European
accreditation review. In addition, EAIS’ readiness for change is analyzed using the six
dimensions of Deszca et al.’s (2020) readiness-for-change questionnaire, through the change
agent’s assessment as a subject leader in the AWD who has personal experience working
closely with ED and AWD teachers. The questionnaire identifies factors that promote and
detract from change through the six readiness dimensions of previous change experiences,
executive support, credible leadership and change champions, openness to change, rewards
for change, and measures for change and accountability (Deszca et al., 2020). The
questionnaire identifies what internal and external forces inhibit and promote change
readiness (Deszca et al., 2020). Deszca et al. (2020) score the scale on a range from -25 to
+50, where a score below 10 is unprepared for change and higher scores reflect greater
organizational readiness for change. EAIS received a total score of 30, suggesting it is ready
for change, and the scale’s factors can be compared to existing strategic and accreditation
documentation. Questionnaire results are available in Appendix A.
Previous change experience measures the mood of the organization in terms of change
and its general experiences with change (Deszca et al., 2020). EAIS experienced changes in
administrative restructuring within the past five years that led to a significant shift in lesson
delivery with the introduction of a third curricular language. During this time, European
inspectors suggested the profile of the key European language be raised, causing tension
among teachers concerning the delivery of three languages. The score on the previous change
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experience dimension was low, possibly indicating that EAIS’ internal forces are working
towards maintaining stability after experiencing disappointing change results under previous
administrations. This suggests attempts at change may have a negative impact or possibly
make a minimal difference at EAIS, and is in direct contrast with the urgent need for change
facilitated by the external forces of environmental, political, and legal factors. Competing
with this is the internal factor of organizational learning, and this can be facilitated by me as
change agent using a transformational approach (Feng et al., 2016). EAIS needs to encourage
organizational learning through members’ interactions (Senge et al., 2012) and provide
opportunities for leadership and teachers to grow without being held back by previous change
experiences.
Executive support is high and it measures how clear the organization’s vision is and
how strongly leadership will support or be directly involved in change (Deszca et al., 2020).
This suggests change readiness aligns with the vision of EAIS from a leadership perspective.
External social factors, particularly increasing regional competition due to neoliberal ideals
fuelling local demand for academic excellence (Bunnell, 2014; Yamato, 2003), may be
directly competing with the EAIS’ internal vision of maintaining its status as an elite
educational provider whilst it promotes its European language and cultural ties.
The credible leadership and change champions dimension measures how trusted
leadership is at the organization and how likely they are to view change as appropriate
(Deszca et al., 2020). EAIS scores high on this dimension, which suggests leadership is
trustworthy and able to guide others (Deszca et al., 2020; Judge & Douglas, 2009). EAIS
leadership is accountable to the regional educational bureau, and the strategic plan clearly
outlines leadership’s accountability concerning measurable improvements. In addition,
external accreditation bodies require specific leadership qualifications. This complements the
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external forces of neoliberal ideals and competitive pressure on EAIS leadership to maintain a
reputation of academic excellence.
Openness to change measures how well the organization can focus on causes for
change, how openly conflict is dealt with, and how effective the internal communication
channels are (Deszca et al., 2020). In this, EAIS scores moderately high, suggesting concerns
can be voiced and discussed between teachers and leadership. However, this data also
suggests that a sense of protection may affect access to resources should one department wish
to be autonomous of the other. Unsurprisingly, EAIS does not achieve the highest score for
the internal factor of communication, hinting at an internal deficiency. This aligns with
internal European inspection data that suggests more collaboration between AWD and ED is
needed to maintain a standard of excellence (Federal Office of Administration, 2014). The
result directly competes with the external social factor, where EAIS publicly communicates
materials related to neoliberal ideals of exam results and international rankings, yet internally
struggles to communicate.
Rewards for change measures how strongly innovation and change are focused on
short-term results, as well as how strongly they are valued (Deszca et al., 2020). Here, EAIS
scores low, suggesting the organization tends to be set in its ways and prefers leadership and
employees that stay the course of established routines. Related, European inspectors
suggested a five-year timeframe to improve the profile of European language and culture
throughout EAIS, but little was changed within this timeframe. In addition, strategic plans
(EAIS 2020; EAIS 2021) also focus on a five-year timeframe, but no immediate short-term
gains are shared with teachers. This internal factor of organizational structure competes
directly with the external force of a rapidly changing demographic and economic
environment. EAIS needs to reward innovative, short-term thinking in order to raise the
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profile of the ED locally. The change agent will strengthen action in this area to bolster
innovation.
The final dimension of change and accountability measures the availability of good
measures for assessing progress, satisfaction, and resource management (Deszca et al., 2020).
EAIS scores high on the dimension of measures for change and accountability. EAIS has
several accreditation processes that validate its diploma-granting status and certification as an
excellent European international school. European inspectors make specific recommendations
and progress is monitored to determine EAIS’ status of excellence, with the results shared
internally with EAIS members.
A major connection between leadership and social justice is the focus on change as
being a common good (Chunoo et al., 2019). Every organization develops norms around the
distribution of power, influence and authority (Schein, 2017). To act in a manner that
challenges social injustice at EAIS is to reduce inequalities and ensure that unequal power
relations are not enacted, nor accepted as a norm, at the micro and meso levels. Findings from
an external review, publicly available to EAIS members, note the dominance of English and
the need for a stronger culture of support for European language promotion in EAIS (Federal
Office of Administration, 2014), and EAIS has not met this need to date (EAIS, 2021). This
observation supports the argument that inequalities exist between the departments as
scholarship suggests highly valued groups have greater access to resources and such access is
considered a cultural norm that is part of the institutional structure (Chunoo et al., 2019). The
social justice factor of reduced inequality, supported with an ongoing commitment by EAIS to
elevate the status of European language and culture, will influence change readiness by
ensuring equality between the departments becomes part of EAIS’ cultural norm.
Data is available to raise awareness of the need for change and to direct resources
towards the change plan. Internal reports recommend the need to support and promote
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European culture (Federal Office of Administration, 2014; EAIS, 2021). In addition,
interpretation of Deszca et al.’s (2020) readiness-for-change questionnaire, combined with the
observations of the external review, suggests organizational change readiness is high. It scores
at the moderately high end of change readiness on the readiness-for-change questionnaire,
suggesting the organization is capable of change provided readiness is developed, aligned
with supportive systems, and used as an advantage (Deszca et al., 2020). In addition, EAIS
leadership is held accountable to the five-year strategic plan that has been shared with
stakeholders. Change readiness is also facilitated by a series of impending accreditation
inspections.
Chapter One Conclusion
The first chapter introduced EAIS and its context in the Asia-Pacific region, where
international school growth and demand for English-language education is unrelenting (Kim,
2019; Lui, 2014). The organizational context of EAIS was presented using macro, meso, and
micro levels based on Schein (2017) to underscore the importance of the PoP concerning the
needs of EAIS members and its community. Emphasis on how EAIS is facing the
marginalization of its European identity was made to draw attention to the pressing need for
organizational change.
The second chapter considers planning for organizational change and acknowledges
the complexities involved for all stakeholders. By addressing the PoP, EAIS can leverage
internal support for ED strategies from AWD members through improved leadership
communication. The guiding questions and gap analysis suggest there is an opportunity for
social constructivist interactions at the micro level of the individual, in the form of
communication. The next chapter explores how and what to change through a
transformational leadership approach that facilitates ethical interactions between EAIS
members.
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Chapter Two: Planning and Development
This chapter critiques suitable leadership approaches, change frameworks, and
solutions to the PoP, respectively. It presents the selection of the NTCM (Nadler & Tushman,
1989) for diagnosing what to change, and Deszca et al.’s (2020) CPM for guiding how to
change. A detailed organizational analysis is conducted to identify opportunities for improved
and equitable communication in EAIS in a manner that is guided by transformational
leadership and my positionality. Four solutions to the PoP are analyzed and the selection of an
information management system (IMS) is explained with reference to the needs of EAIS. A
discussion of leadership ethics, framed by two ethical paradigms that draw attention to
challenges in EAIS, conclude the second chapter.
Leadership Approaches to Change
Positionality is the world view of the researcher and it describes the position adopted
concerning the research task within a social context (Holmes, 2020; Kezar & Lester, 2010).
As change agent and research practitioner, I acknowledge my role as a full-time, female,
Caucasian, English-speaking, professional teacher in the AWD. The position I adopt is one of
neutrality with the recognition that through a social constructivist paradigm every member of
EAIS constructs reality differently. As a researcher I engage with EAIS members in areas of
interpreted reality as diverse as each individual’s lived experience (Boyland, 2019). I identify
as an AWD teacher and my identity, judgements, and values shape my voice as a researcher
working within EAIS toward change planning and development. Three leadership approaches
are explored to complement my stated positionality concerning how social interactions
construct my view (Kezar & Lester, 2010) of EAIS.
Inclusive, team, and transformational leadership approaches are considered in this
section, as they facilitate cooperation amongst organizational members and recognize social
complexity within organizations, respectively (Antinluoma et al., 2018; Bass & Riggio, 2014;
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Randel et al., 2018). The approaches are evaluated with an emphasis on social interactions in
EAIS, as well as my agency in moving change forward. Transformational leadership is
critiqued and reasons for selecting it are presented in connection to EAIS and my agency.
Inclusive Leadership
Inclusive leadership helps facilitate members’ perception of belonging in the work
group, yet it also helps members maintain their uniqueness as they contribute fully to
processes and outcomes (Randel et al., 2018). Leader inclusiveness embodies what the leader
says and does to show appreciation for others’ contributions, and helps cross-disciplinary
teams lower inhibitions related to status differences, facilitating collaboration towards
organizational improvement (Nembhard & Edmondson, 2006). The approach advocates for
inclusion, psychological safety of members, supportive and open dialogue between members,
and it leverages social learning processes that influence members thinking and actions
(Ainscow & Sandill, 2010; Dorczak, 2013; Ryan, 2006). However, inclusive leadership is
positively related to employee well-being and innovation only when the right person is
assigned the right job (Choi et al., 2017) – a factor beyond my agency.
Concerning agency and context, the PoP is not to be solved solely between teachers,
but instead between leadership and teachers within the system of EAIS. Hollander (2009)
notes that inclusive leadership breaks from a leader-centric approach, and EAIS members may
not adjust quickly to such a sudden change in work culture. When low levels of inclusive
leadership in an organization substantially increase, it can result in a significant decrease in
task performance (Xiaotao et al., 2018). Concerning the context of the OIP, inclusive
leadership is not ideal due to limits in my agency, as it would require intensive participation
across both campuses and departments to reduce the risk of a decrease in task performance.
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Team Leadership
Team leadership emphasizes common vision and member collaboration as
requirements for successful change (Antinluoma et al., 2018). It deviates from top-down
traditional management towards horizontal and vertical leadership directions, where multiple
individuals lead members in collaborative directions and teams share leadership internally,
ultimately to govern themselves (Eddy et al., 2019; Kezar & Holcombe, 2017). A strength of
team leadership is its flexibility in the roles of leaders and followers in EAIS. These roles
change as leader performance alters team processes and teams also influence leader
effectiveness (Horila & Siitonen, 2020; Zaccaro et al., 2001).
However, the effectiveness of teams as an organizational structure for learning and
change, an area of concern at EAIS, is limited (Benoliel & Schechter, 2018). Furthermore, if
team importance grows, it places greater responsibility on the principal’s roles and functions
(Benoliel & Schechter, 2018). This could lower leadership support for the change plan by
adding to the principal’s responsibilities which falls beyond my agency.
Primary Approach: Transformational Leadership
The primary leadership approach is transformational leadership. This is an
approach where a trustworthy and inspiring leader engages and connects with others within
the organization to mobilize them towards a collective goal, consequently increasing levels of
motivation and morality in the leader and the follower (Bass, 1990; Northouse, 2019). It is an
established approach that facilitates change by managing uncertainty, increasing involvement
with followers, and learning about followers’ perspectives of the change path goals (Bass &
Riggio, 2014; Owie, 2019). It aligns with my positionality as I believe each member of EAIS
has a unique perspective on the direction of EAIS from their position in the AWD or ED and
their increased involvement in the change plan is essential to organizational improvement.
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Developing transformational leadership skills in educational leaders enhances
organizational performance (Anderson, 2017), aligning with change goals. It facilitates a
cohesive team when people and their work align (Choi et al., 2017), leads to greater
effectiveness and team cohesion (Hargis & Piotrowski, 2011), and is positively correlated
with team effectiveness and team empowerment (Ozaralli, 2003). Team cohesion is positively
affected by transformational leadership traits of idealized influence, shared vision,
inspirational motivation, and commitment to the leader (Dionne et al., 2004), and members
perceptions of leadership significantly improved (Arthur & Hardy, 2014). It is positively
related to organizational knowledge management processes (Birasnav, 2014), employee
effectiveness, satisfaction and commitment (Asrar-ul-Haq & Kuchinke, 2016), creativity
(Wang & Zhu, 2011; Wang & Rhode, 2010), and collaboration (Birasnav, 2014; CharbonnierVoirin et al., 2010). This supports the goal of the ED and AWD in working cohesively to
support ED strategies.
The approach is not without its critics. Transformational leadership literature in the
educational context is strong on advocacy and rhetoric, but lacking in evidence (Currie &
Lockett, 2007). Rigorous analysis of the approaches’ strategies and effects is not possible, and
its four dimensions of charisma, inspiration, individualized consideration, and intellectual
stimulation are not thoroughly theorized (Van Knippenberg & Sitkin, 2013); however, one
can focus on the leader’s intent to activate followers’ needs instead of specifying how the
components of transformational leadership are distinguished (Jensen et al., 2019).
My positionality affects and impacts my understanding and interpretation of how to
apply and lead through transformational leadership as my positionality is inseparable from my
practice (Holmes, 2020). It is within my agency to inspire others with the intent to improve
AWD support for the ED and facilitate interactions between the NTCM’s factors of work,
people, culture, and structures across micro and meso levels. The transformational leader
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facilitates change through idealized influence, intellectual stimulation, inspirational
motivation, and individualized consideration (Bass & Riggio, 2014; Nongard, 2014). How
this is done in EAIS is considered in the following section on alignment with
the organizational context.
Alignment with the Organizational Context
Scholarship supports the integration of transformational leadership in educational
contexts undergoing organizational change due to its positive influence on cohesion,
collaboration, and communication. A synthesis of studies in the primary and secondary school
context found the approach helps staff to maintain a collaborative school culture, fosters staff
development, and helps staff solve issues together (Leithwood & Sun, 2012). Feng et al.
(2016) suggest transformational leaders give direction and energy towards supporting the
change process and organizational learning, provided they are leaders who motivate learning.
Concerning context, the four items of organizational communication, inspirational
motivation (Bass & Riggio, 2014), transparent communication, and transformational
leadership are positively associated with employee trust, and employees’ openness to change
(Soltani et al., 2021; Yue et al., 2019), as long as members are not geographically distant
(Eisenberg et al., 2019). Concerning idealized influence (Bass & Riggio, 2014) in the school
context, principals create and sustain social capital through collaborative strategies to
facilitate successful organizational change (Jones & Harris, 2014). Leaders of exceptional
organizations focus attention on collaboration and use collaborative ways of working as a
strategy (Hargreaves & Harris, 2010) when using transformational leadership. Evidence that
transformational leadership works well in school contexts is not conclusive (Leithwood &
Sleegers, 2006). However, Bass and Riggio’s (2014) argument that intellectual stimulation
facilitates change is furthered by Yang’s (2013) study on transformational leadership
of principals in primary schools, which found that the leadership approach is essential to
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prompt, successful school development during a period of dynamic change. It helps
solve organizational problems during distinct phases of change due to the related
collaborative skills of building a shared vision, sharing power, gaining credence, and
experiencing success, all which rely on communication (Yang, 2013).
Relation to Problem of Practice
Addressing communication at EAIS between the AWD and leadership is intended to
reduce negative impacts on the ED’s language and culture by harnessing support for the ED
throughout the school. Negative impacts include further marginalization of the European
language due to the regional preference for English (Yamato, 2003), reduced student
intercultural competence (Mejía, 2006), and detrimental identity and status negotiations of
teachers and students due to contextual power relations (Leichsering, 2014) between the
AWD and ED. A positive outcome of improved communication is increased collaboration
(Yang, 2013) between the AWD and ED, and ultimately between all departments of EAIS.
Knowledge sharing is positively related to face-to-face communication and openness in
communication (Tan, 2016). The transformational leadership approach has been related to
improved communication (Hargraves & Harris, 2010; Yue et al., 2019; Soltani et al., 2021),
cohesion (Hargis & Piotrowski, 2011), and collaboration (Yang, 2013).
The change agent will try to extract creative solutions to organizational problems from
followers through this leadership approach (Bass & Riggio, 2014). Transformational
leadership is considered by some scholars as synonymous with ethical leadership (Ciulla,
2020). This argument supports a broader ethical perspective in the context of the EAIS change
plan as a change leader applying principles of transformational leadership moving forward.
Addressing the Resistance to Change Through Leadership
Change resistance is frequently cited as the reason for challenges in implementing and
failure of organizational change initiatives, making planning for resistance to change
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initiatives an integral part of the change process (Erwin & Garmin, 2010). Organizational
change resistance is multifaceted because it involves the behavioural dimension of how
members behave in response to change, the affective dimension of their feelings about the
change, and the cognitive dimension concerning their thoughts about the change (Erwin &
Garmin, 2010; Oreg, 2006). A review of scholarly research on change resistance by Erwin &
Garmin (2010) suggests identifying individuals inclined to resist and providing additional
support through less sceptical or resilient members helps all members acknowledge the need
for change. Through transformational leadership strategies like discussions, anecdotal
observations, and feedback opportunities, the change agent can identify EAIS members of
influence at the micro level. This will encourage a culture of open dialogue where members
can acknowledge concerns and socially construct the benefits of the change together.
I have agency within my department to reduce change resistance by recognizing and
responding to concerns, providing meaningful opportunities for staff feedback, responding to
valid resistance to change and using knowledge gained from talking to potential resistors to
improve decision making (Erwin & Garmin, 2010). I have agency to review policies and
procedures in my subject and department for consistency in behaviours that support change
initiatives to ensure member trust (Erwin & Garwin, 2010). Consistent engagement through
meetings, anecdotal opportunities, and survey feedback creates opportunities for openness,
constructive criticism, and a willingness to adapt plans, as suggested by Erwin and Garmin
(2010), to overcome resistance and garner support.
Framework of Leading the Change Process
It is not enough to espouse the views of a transformational leader and expect change to
happen. Assessing how and what to change supports effective change management (Burke,
2018). The following section presents the NTCM (Nadler & Tushman, 1989) and the selected
change framework, namely Deszca et al.’s (2020) CPM, for effective change management.
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How to Change
The NTCM (Nadler & Tushman, 1989) frames the organization as an output system
consisting of four interrelated organizational subsystems: the formal and informal
organization, the work, and the people. These subsystems are affected by inputs from external
factors. The NTCM is selected to identify gaps in EAIS because it incorporates features that
target the change process to better understand key drivers of internal organizational
performance with recognition of the external environment (Bezboruah, 2008; Sabir, 2018).
Change stalls if there is a gap between any of the factors that results in low
congruence (Nadler & Tushman, 1989). Overall, change leadership requires an understanding
of the present state of the organization, sharing, and clearly articulating a sharp vision of the
future state, as well as guiding the organization through change with direction, innovation,
tools, motivation, measures, and skills to reach clear strategic objectives (Nadler & Tushman,
1989; Senge et al., 2012). The model provides guidance on assessing current practice and a
process on developing a disciplined approach to change (Deszca et al., 2020). A critique of
change frameworks follows in order to identify a change framework within which the
congruence model can best work.
How Relevant Frameworks Compare
The following section compares and contrasts change frameworks. The CPM
framework is critiqued and selected concerning its applicability in the EAIS context.
Kotter
Kotter’s (1995) seminal work on change management for practitioners outlines
eight mistakes organizational managers make, and is popularly referred to as the eight-step
change model (Clay, 2017). Kotter’s (1995; 2012) eight steps include creating a sense of
urgency, building a guiding team, developing the vision, communicating for buy-in,
empowering action, creating short-term wins, not letting up, and making change stick. The
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change model has been used successfully in various settings (Applebaum et al., 2012; Clay,
2017) and is considered because it is a systematic, step-by-step model with a focus on
preparing organizations for change with manageable transitions between stages that facilitate
time management (Carman et al., 2019; Aziz, 2017). However, empirical support exists
for individual steps, not for the model in its entirety, suggesting it be used as a planning tool
and complemented by other models for implementation (Applebaum et al., 2012). It is valued
as a concept, but is not ready for implementation due to the lack of execution tools, templates,
and methods for defining quantitative metrics for each stage (Rajan & Ganesan,
2017). Concerning my evolving experience with organizational change implementation, and
coming from a position of middle management, I prefer to lead teachers through fewer stages
in a less prescriptive approach. I prefer to provide teachers with opportunities to interact
between the EAIS system, work, culture, and people. However, a prescriptive approach may
not provide such flexibility of interactions.
Lewin
Kurt Lewin’s (1951) three-step change model is as well established in the
scholarship as Kotter’s (1995) and still influences change management (Cummings et al.,
2016). Harrison et al. (2021) reviewed 38 change management studies and found Kotter’s
model (19 studies) and Lewin’s model (11 studies) to be the most commonly applied across
10 countries. Lewin (1951) proposed a three-step change theory to unfreeze and examine the
status quo, change and establish a new level of equilibrium, and finally refreeze it to decide if
the new organizational behaviour is sustainable. Lewin’s model leverages organizational
behaviour like Kotter’s, and is noted for its elegance (Levasseur, 2001). However, it is
criticized for being overly simplified and rational, with a lack of consideration for the range of
human emotions that may affect change (Kritsonis, 2005). Barkari et al. (2017) addressed
criticisms of linearity, inflexibility for continuous change, and a lack of leader-followership
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dynamics in the model by integrating authentic leadership into each stage in a hybrid model.
Nevertheless, further research is needed to verify this approach. Strengths include the model’s
recognition of organizational behaviour, its goal-directed approach, manageability, and
efficiency (Muldoon, 2020). Despite the criticisms, Creely et al. (2021) successfully applied
the approach in the educational context to leadership research on teachers’ creativity.
However, concerning the complexity of interactions between the work, people, structure, and
culture within EAIS, Lewin’s model needs to be supplemented with a layered strategy beyond
the scope of the change plan.
Shields
Shields’ (1999) organizational behaviour model aims to transform organizations
through five-steps that focus on impactful cultural and human factors stemming from
appreciation, influence, and control. Anchored by influence, change leaders clarify and define
the desired outcomes and strategic change plan, identify capability to change and create it
where possible, design solutions for change, refine and deploy solutions, and finally sustain
and improve on the solutions that benefit the organization (Shields, 1999). According to
Shields (1999), it is the lack of attention to human and cultural factors in an organization that
leads to failure.
Like Kotter’s model, Shields (1999) is clear and methodical, making the five steps
logical to implement (Robbins, 2005), and is supported in the scholarship on transformational
leadership due to its specific leadership practices for each step concerning implementation
(Caldwell et al., 2004; Nohria et al., 2003). However, despite emphasis on human
behaviour, it approaches complex organizational issues with a pragmatic problem-solving
approach, like Kotter (Sharifi & Claxton, 2015). I seek an approach that emphasizes and
integrates the social interactions as part of the change process beyond the implementation
phase.
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Primary Model: The Change Path Model
Deszca et al.’s (2020) CPM is an appropriate framework for EAIS’ change plan, as the
change path supports continuous change through a longer-term renewal process
(Beycioglu & Kondakci, 2020), encourages social interactions between organizational
members (Kezar, 2013), and incorporates an iterative reflective process supporting the change
agent’s integration of the PDSA and Senge et al.’s (2012) organizational theory. The model is
selected due to EAIS’ need for continuous improvement that is adaptive to a changing
context. It addresses what needs to change, why, and how to manage the change process. The
model accounts for needs’ analysis, engages members in the change journey, creates support
for the initiative, and effectively manages the change process and its related risks (Deszca et
al., 2020). Its evidence-based stages of awakening, mobilization, acceleration, and
institutionalization (Deszca et al., 2020) enable change to be incorporated into EAIS’ existing
strategic plans, which will further foster commitment to a common purpose as suggested
by Senge et al. (2012). Each stage of the iterative model informs the next until the change
vision is achieved (Deszca et al., 2020). The model is illustrated in Figure 4.
Figure 4
EAIS Change Path Model

Note. Based on the scholarship of Deszca et al. (2020) with benchmarks derived from the
NTCM (Nadler & Tushman, 1989) gap analysis concerning strategy and planning.
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The CPM considers how continuous procedural changes are triggered by external
factors and overcomes stalled change, something Shields’ (1999) approach reduces to a lack
of attention. Unlike Kotter (1995), the CPM takes into consideration organizational, personal,
and environmental experiences in its focus on process beyond prescription (Deszca et al.,
2020). Combined with scholarship that suggests transformational leadership enhances team
cohesion (Dionne et al., 2004; Anderson, 2017), the CPM can be effectively applied with
transformational leadership by the change agent. The model addresses these factors through a
simple framework that can be used in the context of EAIS.
How Types of Organizational Change Compare
This section provides an overview of examining organizational change at the macro,
meso, and micro levels. At the macro theoretical level, seminal research by Van de Ven and
Poole (1995) analyzed 20 development and change theories in an extensive review of
organizational change scholarship and identified four categories: dialectical, teleological, lifecycle, and evolutionary theories. Dialectical change occurs when seeking a resolution to a
conflict of opposing views, evolutionary theory frames change as evolutionary for
organizational survival, teleological theory views change as adaptive with goal-setting, and
life cycle theory frames change as organic growth through cumulative stages (Burke, 2018).
Kezar (2013) furthered this research by adding social cognition, which occurs when
organizations and individuals learn and make sense of change, and the cultural category when
change happens due to values or rituals in the environment. This reflects a shift towards
considering change as a longer-term renewal process between two approaches, one that is a
natural evolution where change emerges from behavioural learning, and one where members
of the organization are purposeful and change comes out of social dynamics (Beycioglu &
Kondakci, 2020). The OIP frames how to change through the lens of such continuous change
and aims to avoid a prescriptive approach.

44
Social constructive interactions between individuals at the micro and meso levels of
EAIS would support continuous change, as these complement scholarship, including Senge et
al.’s (2012) organizational learning theory and five disciplines, suggesting conditions would
be favourable for organizational learning. Organizational learning happens at various levels of
the organization and reflects organizational capacity for change (Watkins & Marsick, 1993 in
Burke, 2018). It redefines the organizational structure and culture, accelerates individual
learning capacity, involves widespread participation by members in decisions, interactions,
and information sharing, and promotes the creation of organizational memory and systemic
thinking (Watkins & Marsick, 1993 in Burke, 2018).
Critical Organizational Analysis
Critical organizational analysis identifies how well key members and components of
the organization interact, where gaps exist between them, and what to change. The NTCM
(Nadler & Tushman, 1989) is selected to analyze EAIS due to its four-factor analysis and
application in scholarship. The NTCM has been successfully applied to examine
organizational change through four components, that of the work activities, people, structure
and formal organizational arrangements, and organization’s culture, considered as its implicit
processes, values, and behaviours (Bezboruah, 2008; Palmer et al., 2009). The congruence
model’s four factors of work, culture, structure, and people, illustrated in Figure 3,
are examined to identify what changes to prioritize.
What to Change
Nadler and Tushman (1989) suggest that inputs are external factors, which include
EAIS’ context, history, resources, and a PESTLE analysis. Outputs are related to the
organization, group, and individual, and are an area of change. Sustaining EAIS’ reputation
for academic excellence and raising the profile of EAIS’ European culture are desired outputs.
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Work at EAIS in the NTCM refers to the critical tasks that the school relies on in
terms of what work is done and how it is processed (Nadler & Tushman, 1989). The critical
tasks at EAIS include educating students towards high academic achievement while
maintaining excellence in professional teaching and pedagogy as publicly stated in the EAIS
strategic plan.
Culture in the NTCM refers to the intangible aspects of peoples’ attitudes,
beliefs, values, and behaviours that define how learning and teaching are accomplished in the
organization (Nadler & Tushman, 1989). In the social constructivist framework of the change
plan supported by Schein (2017), culture at EAIS is considered the beliefs, values, and
behaviours that are viewed as norms within the organization and this culture is taught to new
members through social interactions within the micro and meso levels. Members bring with
them their lived experience and cultural backgrounds when they join EAIS and these
influence the organizational culture. Combining organizational culture with the hiring
practices of the ED and AWD respectively, there exists a difference in national cultural
identity between the two departments, with the ED identifying strongly with European
culture, including its pedagogy and language, and the AWD identifying with Anglo
Western culture, language, and traditions (EAIS, 2021; Federal Office of Administration,
2014).
Structure in the NTCM refers to EAIS’ systems, structures, and processes. Physically,
EAIS consists of two campuses and four buildings. EAIS is led through a hierarchical
management structure, where power rests at the top with the principal and chairperson of the
board. EAIS does not employ a flat structure in any department and has clear lines of
management through all areas. Digitally, EAIS members share several platforms for teaching
and administrative tasks.
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People in the NTCM refer to who interacts with whom to complete tasks at EAIS.
Teachers and administration have tertiary education, with most having a specialty in their
field. People in EAIS are rewarded financially on a transparent salary scale system. Their
contributions to the EAIS community are celebrated publicly through the school website. As
is typical with international schools, most people do not commit to EAIS for the entirety of
their career.
Gap Analysis: Needed Changes and Why
The change agent conducted a gap analysis using the NTCM by pairing the component
of culture with the other three factors of work, people, and structure to examine similarities
and differences in order to identify specific areas of congruence or incongruence in EAIS’
organizational culture. This is consistent with the model’s application, where one has to
concentrate on how closely the key components are congruent with one another (Burke,
2018). Moving forward, areas that are not congruent enable gap identification to focus the
change plan.
Work and culture are analyzed to examine if work performance is helped or hindered
by culture. Based on the outcome of the work in both the ED and AWD, that being a high
level of academic student success and the placement of EAIS in the top sector of international
school rankings, there is congruence between culture and work. Culture and structure are
analyzed to see if they compete with or complement one another. The structure of EAIS,
particularly the processes, does differ between the ED and AWD. There are diverse
cultural approaches between the two, but both have successful academic outcomes under the
current hierarchical management structure. This outcome suggests dialogue between cultures
is dynamic and is something that can synergize to keep groups together (Caffyn, 2007),
suggesting ED and AWD members rise above the risk of fragmentation of culture by EAIS
structures. Culture and people are analyzed to see if the culture makes use of people’s own
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resources and if people are working in a culture that best suits them. There is minimal tension
in this area, as most teachers are trained for a social-democratic educational system where
non-tertiary education is heavily government subsidized or free. However, all teachers applied
for the role knowing EAIS is a non-profit private international school and seem proud to work
at the school. People and work are analyzed to identify if work is being done by the most able
and skilled, and to see if such work meets individuals’ needs. It is evident from student exam
results that the work of teaching and curricular delivery is done well, as the students are
excelling. Since teachers and successful student results are a reflection of leadership, the SMT
members leading EAIS and making the strategic decisions are skilled. The relationships
between the two components for each of the six pairings are summarized in Figure 5.
Figure 5
Map of Key Relationships in the Transformation Process of EAIS

Note. Based on the Nadler-Tushman congruence model (Nadler & Tushman, 1989).
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Work and structure are analyzed to identify if the structure benefits EAIS and if work
is well coordinated. There is a gap in this area, as a great deal of professional time is spent
navigating the information silos that develop due to the physical structure. An information
silo is a common term used to describe departments in the same organization that have few
means of communicating and are isolated from each other (Cromity & de Stricker, 2011). The
structure is not flexible and teachers are expected to make unexpected accommodations due to
a lack of information flow. For example, teachers on one campus often have limited
knowledge of initiatives discussed on another campus despite the initiatives affecting all
teachers. This conflict is illustrated in Figure 6, where structure is a concern.
Figure 6
EAIS Organizational Analysis Using the Nadler-Tushman Congruence Model

Note. Conflict between structure-people and structure-work suggests incongruence. Based on
the Nadler-Tushman congruence model (Nadler & Tushman, 1989).
Structure and people are analyzed to identify if EAIS’ formal structure enables people
to work together effectively and meet people’s needs. It is evident that the structure does not
enable efficient communication and coordination between people. The silo nature of the
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campuses is identified as an issue between people and structure because there is a need for
knowledge transfer that is currently unmet (Cromity & de Stricker, 2011). For example,
people may be on different campuses or in different buildings on the same campus. In
addition, SMT members have difficulty directly communicating with and discussing issues
with teachers in person due to the geographical distance between campuses.
In recent years, the human resource department has made several significant financial
errors in individual teacher’s pay and benefits due to miscommunication with teaching staff.
In addition, during staff appreciation and farewell events at the end of term, SMT members
have publicly struggled with recognizing experienced teachers and pronouncing members’
names. Experienced teachers leaving EAIS have commented to members that the farewell
ceremony was the only time they conversed with key SMT members. It is possible to be
unacquainted with a large number of EAIS members during one’s career, and engaging in
conversation with teachers across all campuses is challenging for leadership. Connecting back
to inputs of the NTCM, changing politics and economic circumstances of the region are
driving local demand for international schooling, particularly through English-language
instruction (ISC Research, 2021; Yamato, 2003). EAIS and its members will be pressured by
these inputs to improve congruence between the factors of structure, work, and people, and
persisting incongruence will stress the organization.
Organizational, group, and individual outputs are also considered in the NTCM.
Outputs suggest an increase in local, non-European students enrolled in the ED, but do not
suggest a rise in the profile of the ED’s language and culture, as local demand for the AWD
continues to outperform that of the ED. Concerning the group, there has been confusion in the
allocation of rooms and resources due to a slight increase in ED student numbers. In addition,
there is a greater need for European language support for new ED students. At the individual
level, EAIS teachers remark that the AWD and ED are two very separate systems at present.
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Change Readiness Findings
Change readiness in EAIS is assessed through Deszca et al.’s (2020) readiness-forchange questionnaire (see Appendix A), an independent European national accreditation
review, EAIS’ strategic planning documentation, and related scholarship. Results suggest
EAIS’ change readiness is moderately high and bolstered by EAIS’ five-year strategic plan.
The independent European national accreditation review provided EAIS leadership with
confidential key targets for improvement, and these were integrated into the strategic planning
documentation and continue to be reviewed annually. Deszca et al. (2020) suggest the change
be aligned with supportive systems and used as an advantage to galvanize support. Formal
systems are in place concerning readiness, with clear line management and leadership
accountability. In addition, EAIS has an external accreditation inspection within the next
year, and this ensures transparency with stakeholders, including teachers, regarding governing
regulations, policies, and organizational documentation.
Organizational Analysis
This section discusses how change is diagnosed with scholarly support. The change
agent’s earlier gap identification suggests communication is a symptom of the greater issue of
how EAIS’ structure is creating incongruence between its work and people. EAIS members in
the AWD and ED are reliant on managerial lines of communication and existing systems to
access information from leadership due to the dispersed nature of the organization and its
structure. EAIS must improve communication structures between the principal and the AWD
to support the ED by leveraging existing structures and then adapting within them.
Research Synthesis
The desired state is to align work with people across all structures of EAIS in a
manner that supports the organizational culture. With congruency between all four areas of
work, people, culture, and structure supporting interactions between Schein’s (2017) meso to
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micro levels, leadership and AWD teachers will have communication measures clarified to
support the ED. Alignment of people’s expectations of change through improved
communication of vision supports organizational change (Frahm & Brown, 2007). In a study
on government communication, with agency communication defined in a manner similar to
EAIS managerial line communication, Fairbanks et al. (2007) proposed a model that identifies
practices and structures to facilitate transparent communication practices. A communicator is
only able to share information to which they have access (Fairbanks et al., 2007), stressing the
need for organizational structures to facilitate transparent communication to reach the desired
state.
Diagnosis of Needed Change
The gap analysis clarified that EAIS structures create incongruence between the
factors of work and structure, as well as structure and people. Examining how the identified
incongruence affects communication between leadership and the AWD clarifies what needs to
change within EAIS. Research by Dumas and Beinecke (2018) suggests that cultural change
programs must not only anticipate change but need to be aware of factors that affect
members’ ability to adapt to the change, enable members to lead, emphasize service to the
organization, and to lead with a vision that is informed by stakeholders. Such cultural change
is intended by improving communication at EAIS, and trust must be fostered in members to
build a culture less inclined to change resistance (Erwin & Garman, 2010). Deszca et al.,
(2020) emphasise the importance of assessing the linear relationship between the complexity
of change, uncertainty of change, and the number of members involved in the change as an
objective diagnosis by the change agent in order to design actionable change strategies.
Examining the factors of complexity from low (minor change) to high (major
disruptive change) uncertainty of change success, uncertainty in change success (from low to
high), and members involved (from the micro level of the individual to the meso level of all
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stakeholders) provides insight to factors of planning, communication, implementation,
readiness to change, and institutionalization (Deszca et al., 2020; Erwin & Garmin; Vakola,
2013). As the complexity, number of members, and scope rise with the size of the scale,
uncertainty is raised in a linear relationship (Deszca et al., 2020). The scope of change for
EAIS is predicted through Deszca et al.’s (2020) linear diagnosis of change measurement, and
change within the scope of the change agent is considered low to moderate. This result is
based on the complexity not being disruptive as it initially involves a low number of members
from one department, placing the change measurement in Deszca et al.’s (2020) category of
incremental change.
The diagnosis of incremental change aligns with my agency in the context of middle
management, making incremental change actionable. There is an authentic need to balance
congruence between structure, work, and teachers to improve communication.
Congruence between the other four pairings should not be negatively impacted in favour of
improving interactions with structure. Too much emphasis on the structure of EAIS may shift
the focus away from improving communication and stall improvement efforts. A more
effective approach is to focus internally on innovating around work and people regarding the
interactions involving structure.
Instilling a successful organizational change culture requires having internal
stakeholders onboard because they play a vital role in supporting corporate entrepreneurship
and the change process (Chebbi et al., 2020), emphasizing the importance of innovating
within the areas of work and people. The CPM can be used to further diagnose needed change
concerning how incongruence affects communication at EAIS. When supplemented with
Deming’s (1993) PDSA, the process becomes iterative, making incremental change
manageable until the desired state is achieved. change manageable until the desired state is
achieved.
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Analysis of Needed Change
Secondary data analysis of EAIS communication between leadership and AWD
teachers is used to highlight the gaps. This data includes an anonymized review
of communication from external reviewers that measures cross-departmental communication
and is publicly available to those in the organization. In addition, analysis of internal
communication records between leadership and the AWD teaching departments is also
conducted. The data are generated as part of ongoing communication measures available to
members of the organization. The data collection process is familiar to all members of the
organization. For the purposes of the OIP, the data has been anonymized to comply with
Western University research guidelines of using extant data through multiple lines of inquiry
to measure change and understand the PoP (Western Education, 2018).
Acting with ethical research intent, the data are anonymized to protect the identity of
the organization under analysis. Using the anonymized keyword for ED enrolment strategies
as the search term, internal email revealed an average of one communication per year is sent
to the AWD from leadership concerning these strategies. A search conducted in English of the
resources section within the internal IMS revealed there is no documentation of the ED
strategies or the new initiatives to raise the ED’s profile available to the AWD. A search
conducted in English of digital AWD departmental meeting documentation in a shared cloud
drive revealed an annual average of one file, consisting of less than one paragraph, related to
the ED strategies. In departmental meetings attended by the AWD, the ED’s new enrolment
strategies are mentioned on average once annually.
An examination of communication data by external reviewers reveals a low incidence
of communication between the AWD and ED. AWD receives one mention of the strategies
per year in an organizational-wide meeting, one mention per year in a departmental meeting,
and one email communication per year about the strategies from leadership. The AWD does
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not have internal documentation to reference concerning an explanation of the strategies or
how to support them in the IMS. The AWD does not have any documentation citing how to
support the ED with the initiatives. EAIS does have available human resources of specific
individuals to contact.
However, secondary data analysis focused on available resources in terms of support
documentation. Secondary anecdotal data exists in the narrative form via colleagues. Those in
the AWD who speak the European language have expressed reliance on public Internet
searches, instead of internal communications, to better understand the new ED strategies.
Analysis reveals the AWD is poorly informed by leadership of the ED strategies concerning
how to raise the profile of European culture and language. In addition, observations
documented in an external review that are public to members of EAIS highlight the need for
development of intercultural encounters between the AWD and ED (Federal Office of
Administration, 2014).
In summary, there is a gap in communication concerning information the AWD has
access to that can be used to understand and support ED strategies. The communication gap is
identified, but to date has not been actioned. However, AWD members are aware the ED
needs support, but remain unaware of the specific steps to take towards improvement.
Solutions to Address the Problem of Practice
Four solutions are introduced and their strength evaluated on a five-point Likert
scale across the equally weighted factors of time, available financial and human resources,
training, ethical implications, sustainability, and my agency. Likert scales are summated
rating scales that are based on the assumption that the factors have equal attitudinal value, and
this assumption is a limitation of this data collection method (Kumar, 2014). The Likert scale
used does not include the option of a neutral score, potentially weakening the validity of the
results if respondents feel hesitant or are unable to admit that they feel indifferently (Saunders
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et al., 2016). However, concerning types of attitudinal scales, the Likert scale is the easiest to
construct, efficient to complete, and the most commonly used attitudinal scale in the
scholarship, suggesting strong validity and reliability as a data collection tool (Bryman &
Bell, 2015; Kumar, 2014).
The evaluation results in a score of low (0–2), moderate (3), or high (4–5) investment
by EAIS per factor, and the Likert scale outcomes are presented in Appendix B. Concerning
the factors, low scores, indicated in green in Figure 7, are desirable and reduce workloads in
the organization. The resources of time, financial investment, and training are defined as those
being required outside of the current state. Ethical implications consider the cultural norms of
the ED and AWD, as well as those of the professional and external context. Agency refers to
the current agency of the change agent. Sustainability refers to how sustainable the solution
can be, even in the event of staff turnover where, in the Asia-Pacific region, shorter contracts
and high teacher turnover rates are fueled by teachers seeking transition capital (Bunnell &
Poole, 2021). Each solution is critiqued in terms of how strongly it addresses change related
to improving congruency involving EAIS structures and closing the communication gap to
support the desired state. Each solution is facilitated by the transformational leadership
approach and social constructivist interactions that frame the OIP and influence congruent
interactions between work, people, culture, and structures. The analysis of solutions
is summarized in Appendix C.
Solution One: Leadership Mentoring
To improve EAIS’ communication without altering the physical structure of where
people are located and how campuses are organized is challenging. One solution is to create a
mentoring model and system that works within EAIS structures. Currently, there is not an
established mentoring program between colleagues. Mentoring would leverage the people,
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work, and organizational culture of the school (Campbell & Kane, 2018) and, consequently, it
is theorized, maintain the congruence between them.
I have agency at the middle-leadership level as a specialist subject leader. This enables
me to design a working group or steering committee of subject leaders vested in developing a
mentoring program between the ED and AWD. The group could share leadership information
and clarify on an actionable level how the AWD can support the ED. Mentoring could occur
between ED subject leaders and AWD teachers during scheduled planning meetings.
Information could flow from the ED toward the AWD in an actionable manner.
Evaluation
Supported mentoring relieves pressure on leadership, from heads of department up to
the principal, improves professional development (PD) (Hansford & Erich, 2006), and builds
teachers’ organizational commitment (Hong & Matsko, 2019). Resources are low, as teachers
are familiar with and committed to EAIS. However, more time is required from middle
leadership and mentors (Hansford & Erich, 2006; Shanks et al., 2020). Mentoring
encompasses multiple job demands and teachers may find it difficult due to a lack of expertise
(Ryan & Hornbeck, 2004). Mentoring EAIS teachers requires negotiating cultural differences.
Individualistic and collectivistic cultural backgrounds of teachers may influence the process,
ultimately causing conflict and raising resistance (Mercado & Trumbull, 2018).
Solution Two: Internal Professional Development
PD focused on internal information sharing across departments could be offered by
existing leadership. I have agency to present information related to the communication
systems that exist within EAIS structures, and can share this information with ED colleagues,
highlighting the pros and cons of how the various systems are used. Engagement with PD
would be ongoing in order to facilitate communication, sharing, and professional expertise
(Ostinelli & Crescentini, 2021). It is possible that individuals in the ED and AWD depend on
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different communication systems to communicate with leadership, but primary data in this
area remains vague. Involving organizational members in communication can bring new
energy and ideas to the plan (Deszca et al., 2020). By volunteering to lead a bi-monthly PD in
the scheduled departmental joint-meetings, I would create an opportunity to share information
openly and to clarify how directives best support the ED while modeling participatory
communication.
Evaluation
EAIS internal communication is facilitated by digital systems networked throughout
the structures. Scholarship suggests teachers’ competency and abilities in terms of
familiarization, utilization, integration, and reorientation for digital content benefit from
internal professional development workshops (Kim et al., 2017). It is within my agency to
lead such workshops, and workshops can be multilingual through the recruitment of one
teacher from the ED who is in a role similar to mine. However, internal PD may strain human
resources, as I would have to reach all teachers in an equitable process. The approach requires
extra time from teachers, and would be a lengthy process concerning the number of members,
potentially raising resistance (Jacobs et al., 2018). Finally, a high degree of involvement,
sharing, and communication inside the school is necessary for effective PD (Hauge, 2014),
and with communication already slow between the two departments, there is a risk of failure.
Solution Three: Cross-Departmental Teaching Teams
Team teaching is where teachers work cooperatively and purposely together to
facilitate student learning (Buckley, 2000). As a team, the teachers work together in setting
goals for courses, designing a syllabus, preparing individual lesson plans, teaching, and
evaluating the results, extending team teaching well beyond the classroom (Canaran & Mirici,
2020). I have experience team teaching in Asia-Pacific, and this curricular delivery approach
is accepted as professional practice by the regional government.
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Pairing teachers at EAIS for team teaching is possible in regards to existing classroom
assignments. ED and AWD students of the same year level share buildings, making team
teaching plausible. Provided that amendments are made to the lesson allocation schedule,
team teaching is a solution to consider in order to foster communication between ED and
AWD teachers. Team teaching is feasible for subjects that do not require intensive curricular
restructuring. Agency is possible from a position of middle leadership concerning my subject.
Delivery of my subject in a mixed classroom of ED and AWD students would enable
the ED and AWD classroom teachers to work together with me in a team environment – an
approach already established in extracurricular activities. The approach could be used to
authentically generate communication between teachers that would bring forth directives from
leadership in terms of how the AWD could support the ED in actual practice. Teaching teams
would have to navigate communication across culture, curricular delivery, and stakeholder
satisfaction.
Evaluation
The benefits of team teaching are the facilitation of communication between teachers
based on teachers’ sharing of expertise and reflective conversations through a collaborative
culture (Chang & Lee 2010; Jang, 2008; Tsybulsky, 2019), as well as the promotion of
teachers’ development to meets the needs of diverse learners in an inclusive manner (Walsh,
2020).
However, a lack of professional training in team teaching may lead to frustration, as
York-Barr et al. (2007) found that teachers may face a loss of autonomy related to a reduction
in flexibility, creativity, and decision making. Without a single best model to follow, team
teaching might be challenging on top of already demanding responsibilities (Canaran &
Mirici, 2020), combined with the individualistic and collectivistic cultural backgrounds of ED
and AWD teachers influencing the collaboration process (Mercado & Trumbull, 2018).
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Ethically, team teaching is not without risk. It might promote a heteroglossic language
approach to all students at EAIS if English becomes default in the classroom.
Solution Four: Primary Solution – Innovative Communication Practices
Providing staff with a relevant internal communications repository in the existing IMS
is the primary solution. The solution aligns well with the change plan as organizational
communication is multidimensional (Christensen, 2014) and constructed between individuals
or groups (Keaton & Bodie, 2011), as represented in the framework by the micro, meso, and
macro levels (Schein, 2017). Incongruence involving structures indicates current
communication methods are not effective. The existing IMS can be leveraged to function as
an innovative communication management system. Innovative use of information and
communication technologies (ICT) can also support PD initiatives (Schildkamp et al., 2020).
The technology is owned by EAIS, requires low investment, and has low disruption
concerning existing systems, placing it within Deszca et al.’s (2020) incremental change.
Sharing knowledge in the IMS brings together diverse groups of EAIS members who,
through interactions within and related to IMS use, create a social reality and construct
knowledge with one another (Manojlovich et al., 2015; Thomas et al, 2014) which supports
communication through the IMS. In addition, this communication can change how the IMS is
perceived and influence its importance (Keaton & Bodie, 2011) within EAIS. The social
context of the IMS is incorporated into knowledge building through communication in EAIS,
and attention by organizational members is on knowledge that is jointly created (Manojlovich
et al., 2015). This suggests the knowledge that is jointly created will support how the IMS is
being used at the micro level during the awakening stage of the CPM (Deszca et al., 2020) to
help members communicate within the meso level, ultimately supporting institutionalization.
Social interaction and communication with and through the IMS will occur first at micro level
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where individuals will first construct meaning and social reality of the tool. The solution is
within my agency and skill set, and with low complexity at the micro level.
I can collect information from the existing platforms for internal sharing within the
organization’s IMS to improve the transparency of communication and lines of
communication within the existing systems. To garner support from EAIS members in the
awakening stage, I can access digital records to begin development of a communication
repository in the IMS. A digital record of meetings and topics discussed can be added to the
IMS, with supporting documentation and guidance, to improve the communication system
and deliver content and professional development efficiently and effectively (White &
Shellenbarger, 2017). Uploading bilingual meeting minutes would provide all staff with a
transparent repository of organizational discussions, and staff could access how decisions are
actioned and who is accountable. Through a lens of inclusion, it is acknowledged that I can
organize English-language documentation, but would rely on colleagues for translation.
Through interaction, members of EAIS would have constructed the reality of integrating the
IMS as a cultural norm within the organization, suggesting potential sustainability. Figure 7
illustrates the strengths and weaknesses of each solution for comparison.
Figure 7
Strengths and Weaknesses of Solutions to Address the PoP
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Required Changes: Goals, Practices, Policies, and Intended Change
The required changes occur between the people and structures and the work and
structures. The goal of the change is to make communication accessible and transparent
across the organization in a sustainable manner. By leveraging existing resources within
EAIS, there should be minor disruption to the organization. The change is incremental
(Deszca et al., 2020) and continuous through planned iterative cycles of improvement.
Teachers are bound by a data protection ordinance, and EAIS has a policy in place that states
internal documentation is not to be shared beyond organizational members. Change in
practices needs to shift from teachers’ reliance on email and cloud storage of documentation
across a variety of spaces to actively using the IMS until its use is established as routine.
Needed Resources
Needed resources include clearance from leadership, time, and skills’ training, all of
which depend on organizational collaboration. Collaboration with colleagues who have
expertise in an area is beneficial due to the attributed value of information, and teachers
choose colleagues with expertise that is often represented by a formal role (Shuster et al.,
2021). I have a positive attitude concerning collaboration and scholarship suggests this
reduces intimidation, in the form of losing decision-making control, and ultimately lowers the
cost of engaging in collaboration with colleagues (Vangrieket et al., 2017).
I would require time to meet with stakeholders and leadership outside of teaching
time. The holistic design of a school website must include the views of all stakeholders to
support teacher learning (Taddeo & Barnes, 2014). I would also need time to be trained in the
IMS, specifically to edit and design a dedicated section for communication.
Following stakeholder input, I would need time to access additional documentation
through a process of discovery. Understanding what documents are needed, as well as
organizing them, would require investigation into a design interface that would benefit all
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members. Consideration for translation of the design interface and key documentation is
needed.
Following time, my skill set would need to be improved. EAIS has a member of the
information and technology department trained in updating the IMS. I have the ability to
organize digital documentation and design it for the end-user. Our in-house expert could
provide training and collaborate with me. However, the existing IMS is similar to a system I
am familiar with, and my existing troubleshooting skill-set is of benefit.
Critique of Solutions
Weighted equally, investments include human resources, fiscal, skills’ training, and
time. Other factors include ethical implications, my agency, and sustainability of the solution.
Factors are compared in the frame of one PDSA cycle of approximately one academic term in
length. IMS record keeping does not require an outside expert, reducing both the financial
concern of budgeting for an external consultation. In addition, it is the most sustainable
option, as EAIS has already purchased the system and has a skilled employee trained in its
maintenance. Although the IMS would need to be implemented in stages before it becomes a
comprehensive resource, ethical implications are low, as EAIS members and the organization
must adhere to a regional privacy and data protection ordinance. It is evident that IMS record
keeping benefits EAIS the most, as only time and training are moderate to high-need
investments. The second-best solution would be internal PD, followed by the least attractive
solutions of mentoring and team teaching. All three require greater human resources in the
form of participation from all teachers in the AWD and ED. However, internal PD is more
sustainable because, once established, it would become an expectation of the role of teacher.
Team teaching and mentoring require greater alignment across cultures and are more
dependent than PD on the immediate participation of each individual teacher. Internal PD
does not require any outside expertise, thereby lowering skills’ training, but the moderate
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level needed can be learned from an EAIS employee. The best solution is leveraging an IMS.
The analysis of the four possible solutions is summarized and presented in Appendix C.
Framing Solution in Scholarship and Practice-Based Evidence
Leveraging the existing IMS to document and share communications from leadership
throughout the organization is the strongest solution. Using an IMS is an established
information management approach in educational environments (Bates, 2000). It facilitates
collaborative creation and dissemination of information (Willis et al., 2010) and becomes a
competitive advantage to an organization due to faster information transmission (Pinho et al.,
2018). Communication across departments and trust in leadership would be enhanced by the
sharing of information in a transparent repository (Norman et al., 2010), with the change path
guiding its growth and the human side of organizational change (Deszca et al., 2020).
The change agent is drawn to the solutions of team teaching and mentorship and their
role in creating a community of practice (Trust & Horrocks, 2017; Wenger, 2010) and a
professional learning community (Hawkman et al., 2019). Despite the outcome of evaluative
analysis favouring a different approach, these solutions may be considered for future
directions. As change agent, I am committed to the IMS as a solution and brave enough to do
what is right by basing my decision on the scholarship that supports EAIS’ unique context and
analysis. If my assumptions related to collaboration and resistance to the uptake of the IMS
are wrong, the PDSA inquiry cycle in the next section will reveal gaps and help me redirect.
Improvement Process: PDSA Inquiry Cycle
Continuous improvement supports educational stakeholders in creating change toward
sustainable improvements (Shakman et al., 2017). The improvement process is facilitated by
Deming’s (1993) iterative PDSA cycle. The PDSA cycle is widely used during organizational
change and considered reliable (Connelley, 2021). It is implemented between the stages of
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awakening and mobilization in the change path, and again between the stages of acceleration
and institutionalization to facilitate change.
The PDSA provides structure to testing changes and guides efficient learning through
four steps in an iterative cycle until goals are met (Shakman et al., 2017). ‘Plan’ clarifies the
problem and what tools will be used to reach specific targets. ‘Do’ is the implementation of
change and the collection of data. ‘Study’ is where data are analyzed and interpreted. ‘Act’ is
where stakeholders reflect and make changes as needed toward continuous improvement. A
consideration at EAIS is how educators may consider the PDSA to be disconnected from the
working day (Isniah et al., 2020). A challenge may be in facilitating a mindset shift with
teachers to encourage reflective conversations about IMS use and how its content affects
individuals and their work (Isniah et al., 2020; Tichnor-Wagner et al., 2017). Figure 8
illustrates how the iterative PDSA cycle is embedded within the CPM, and an implementation
overview is available in Appendix D.
Figure 8
PDSA Embedded in the CPM

Note. The overlap of the PDSA with the stages of the CPM is explained in Appendix D.
Leadership Ethics, Equity, Social Justice, and Challenges in Organizational Change
Ethical considerations are discussed with respect to the change agent’s leadership
approach and agency. The issue of equity is one where the ED should be treated fairly and
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have equal opportunities for support from AWD teachers as from ED teachers. However,
support relies on the AWD having equal access to communication from leadership concerning
the ED. Considerations are framed by the ethical paradigms of the ethics of care and ethics of
the profession (Shapiro & Stefkovich, 2016; Wood & Hilton, 2012) to establish behaviour
standards and objective decision making (Seals, 2013). The ethical challenge addressed by the
PoP is how to equitably support the distinctive European language and culture within EAIS
by leveraging support through the AWD. The issue of equitable support encompasses how
leadership communicates ED needs to the AWD without marginalizing the ED and its voices.
The ethics of care guide moral judgements and require the consideration of multiple
voices in the decision-making process (Shapiro & Stefkovich, 2016) as the change path
progresses. This approach is complemented by Safir’s (2017) strategic listening, which
enables the leader to create authentic engagement from teachers and staff and complex change
(Tenuto, 2018). The ethics of care guide decisions in the plan that ultimately affect
stakeholders, particularly students. Local demand for an English-language international
education (Yamato, 2003), combined with growing numbers of students of non-European
heritage, contribute to the marginalization of the ED. To transform the school is to transform
the school culture into an equitable place and space (Safir, 2017). By integrating the ethics of
care (Wood & Hilton, 2012), and Safir’s (2017) concept of being a leader who listens, there is
meaningful sense of connection and balance in relationships with colleagues and a release
from my own bias (Tenuto, 2018). For example, ED student and teacher needs will not be
expected to accommodate AWD teacher and student needs simply because the ED department
is smaller. Ethical considerations include facilitation of the change plan as an AWD member
without further marginalization of the ED, commitments to leadership and the ED in
promoting the European language, and responsibilities to EAIS stakeholders.
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The ethics of the profession refer to moral aspects specific to the profession (Shapiro
& Stefkovich, 2016; Wood & Hilton, 2012), specifically teaching and international school
leadership. My stewardship of EAIS’ internal resources is guided by the ethics of the
profession. Although my position is one of middle leadership, as change agent, it may be
unintentionally perceived to cause imbalance with other teachers across the ED and AWD.
For example, it may be viewed as unprofessional for an AWD subject leader to advise an ED
leader on IMS training procedures. To counteract this, the ethics of the profession (Shapiro &
Stefkovich, 2016) are integrated in communication protocols to avoid unintentionally
marginalizing the perspectives of ED colleagues.
Ethical challenges include how to communicate the change vision to stakeholders
without marginalizing the ED. The ethics of care inform how to promote the message of ED
cultural preservation over the external factors of English-language education market demands
and perceived access to cultural capital (Yamato, 2003). Drawing from ethical leadership
(Ciulla, 2020), I can embed ethics of care values in my approach to stress the positive
impact of leveraging the IMS. Improving communication within the existing structures is
intended to respect all individuals involved, support their potential and personal voices,
and facilitate innovative change (Brown & Treviño, 2006; Dong & Xin, 2013).
Considerations and Challenges to Stages in the Change Process
Challenges are unique to each stage of the plan, and to mitigate these, it is essential to
involve input from both the ED and AWD. Involving both departments reduces the risk of
marginalizing either. A challenge in the awakening stage will be to voice concern in a manner
that does not criticize how the ED and AWD are functioning at the professional level, as both
produce excellent graduate results. Mobilization involves the challenge of transparently
communicating the current gap analysis in a manner that is respectful to the people, their
roles, and the cultures they represent within EAIS through meetings and bilingual dialogues.

67
Acceleration refers to how EAIS can bridge the gap and get from the current state of
not using the IMS for efficient leadership communication through both departments to the
desired state of open and transparent communication that helps guide how the AWD can help
raise the profile of the ED without any negative impact on the ED’s language and culture.
Ethical considerations guide the development of a team that would support IMS use and
provide equitable representation from both the ED and AWD without marginalizing either. In
other words, the team would be a strategic working group involving members from both
departments working for the benefit and representation of all.
Scholarship related to the institutionalization of organizational change suggests change
efforts more often result in failure (Smits & Bowden, 2015). Low levels of employee
engagement and commitment to their organizations may influence why employees resist
change efforts, resulting in failure because employee attitudes significantly affect success
(Albrecht et al., 2020; Smollan, 2011). By designing for inclusive practice to raise
engagement in institutionalization, I aim to prevent this failure. Documentation of
communication is inclusive and not shared through a monoglossic English hegemony
(Otheguy et al., 2018) that may unintentionally marginalize the language of the ED further.
Responsibilities of the Organization
I will adhere to organizational confidentiality agreements, use resources available to
me efficiently, and amalgamate communication that is usable for both the ED and AWD
through the ethics of the profession. EAIS produces a vast amount of communication
documentation and media uploaded to the IMS will remain confidential. EAIS also has an
internal use disclaimer in place that is shared with members and considered public knowledge
throughout the organization. The internal use of data agreement will be upheld. The bilingual
IMS landing page will dedicate space and navigation tools for the ED and AWD, respectively.
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Commitments of Organizational Actors
Ethics of care guide decisions related to my commitments to organizational actors in
creating a safe space for relevant communication sharing. Leadership has an ethical
responsibility toward serving others, and change should align with our knowledge of our
students’ behaviour within our school culture (Scheffer et al., 2017). Such care is concerned
with the attention given to and active involvement with others, and is not simply about the self
(Ciulla, 2009). However, I am also guided by the ethics of the profession. Concerning the
hierarchical leadership structure at EAIS and established management lines, the need for
leadership guidance is acknowledged. The ethics of care relate to my commitment to
members of EAIS and the ethics of the profession ensure I respectfully navigate hierarchical
protocols, such as requesting specific documentation or consultation. The ethics of care
guides decisions that support voices at the micro level through an accountable process.
Surveys and conversations will collect ED and AWD teacher feedback as an accountable
process integrated to analyze communication effectiveness between leadership and teachers as
listening is an orientation toward both collegiality and equity (Safir, 2017).
Addressing the Responsibilities of the Organization and its Actors
Ethics in leadership is positively related to an increase in ethical citizens, citizenship
behaviours, a decrease in organizational misconduct, and innovative work behaviours in
individuals (Dong & Xin, 2013; Mayer et al., 2009). It enhances followers’ voice behaviour,
potentially reducing instances of change resistance (Walumbwa et al., 2011; Walumbwa &
Schaubroeck, 2009). In addressing responsibilities, the ethics of the profession helps guide
decisions related to data and privacy protection within the IMS, transparency of the change
plan, and professional accountability toward resources involved. The transparent, bilingual
sharing of information from leadership to the organization being accessible to all is intended
to reduce the self-marginalization of non-native English speakers (Kumaravadielu, 2016) who
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may default to reading documentation in English. It is the responsibility of EAIS and its
members to reduce marginalization of the ED from within the organization.
Chapter Two Conclusion
The second chapter provided justification for the selection of the CPM being led
through the transformational leadership approach with consideration for my positionality and
agency within EAIS. It outlined how members of EAIS can actively participate in the change
process and contribute to ongoing organizational improvement through the integration of the
CPM. Ongoing improvement was supported through the use of the iterative PDSA. The
PDSA is presented as a tool that provides opportunities to act directly on feedback from
members throughout the change process. Discussion of the selection of the IMS was framed
by related ethical challenges and it applied the ethics of care to best address equity within
EAIS and to acknowledge the importance of building trust and knowledge with colleagues.
The third chapter furthers the intent to help members through ethical and professional
practice related to the implementation, continuous evaluation, and communication of the
change plan. It illustrates how equity and equality are strengthened through implementation
and how members can be supported throughout the change process. In addition, change
resistance and potential implementation issues are considered in order to acknowledge and
manage factors that could negatively affect EAIS and its members. A communication plan
designed to facilitate interactions between departments and members is described. As the final
chapter in the OIP, it outlines the use and measurement of practical and manageable strategies
that will provide equitable access to leadership communication by all members of EAIS.
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Chapter Three: Implementation, Evaluation, and Communication
The final chapter of the OIP addresses how EAIS can benefit from implementing a
change plan that draws on the CPM (Deszca et al., 2020) to improve communication within
the organization. It also clarifies how to communicate a shared vision and ensure everyone
understands and accepts the challenge of change (Beatty, 2015). Implementation of the plan
by actioning the IMS addresses the PoP and reduces inequality between the AWD and ED.
This frames the discussion of improved equity and equality and enables exploration of the
positive impact improved communication has through organizational cohesiveness and
reduced marginalization. A one-year change implementation plan specific to the needs of
EAIS is presented, with consideration for process monitoring, evaluation, and communication
strategies through Deming’s (1993) PDSA. The chapter concludes with a discussion of
considerations for possible future directions.
Change Implementation Plan
The change implementation plan (CIP) draws on Vygotsky’s (1978) social
constructivist theory and views learning as a social process based on interactions that help in
understanding accepted norms (Cole & Wertsch, 1996; Yoon, 2019). Concerning the OIP’s
social constructive framework, the CIP is situated at the micro level of the individual because
in cross-cultural conversation, individuals stay in the safety of transactional, role-related
schemas (Schein, 2017). The change agent does not predict EAIS members to step out of their
comfort zone, making micro level social interactions between organizational stakeholders
within EAIS a key area of focus. Aspects of transformational leadership, such as mobilizing
innovation and empowering others (Gumusluoglu & Ilsev, 2009; Jung et al., 2008), are
integrated into the plan alongside support and resources. This section considers proactive
responses to implementation issues and objective change outcome analysis.
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The Change Implementation Plan and the EAIS Context
IMS integration addresses the problem in question of how EAIS can close gaps in
communication between leadership and AWD teachers in order to reduce negative impacts on
European language and culture in the organization. The CIP is designed as an iterative
improvement cycle. It is proposed to take one academic year in total, consisting of three
academic terms. The CIP ensures stakeholder continuity in an effort to foster members’ trust
and openness to change (Allen et al., 2007). The plan will not be significantly disrupted by
annual staffing changes or the end-of-year academic break. The plan will begin at the start of
the academic year, which all teachers have formally committed to completing, and it will be
completed by the end of the same academic year. By being together, members can develop
shared meaning of the plan and internalize it by recognizing and sharing perspectives with
others (Ahn & Hong, 2019).
The commitment of members to the organization for the entire academic year runs
parallel to the timeline of the change plan. This enables the change agent to capitalize on
established social interactions between individuals by completing the first iterative cycle by
August of the following year. The CPM’s awakening takes place alongside the congruence
model’s external factor analysis in Term 1. Framed in awakening are goals in the plan stage.
The goals are formulated in a framework to be specific, measurable, achievable, realistic, and
timely; i.e., SMART goals (Bovend’Eerdt, et al., 2009; Doran, 1981). Doran’s (1981) seminal
research on the SMART goal setting suggests it has been used in the scholarship for over 40
years. The model has been criticized for not being examined through recent practice and
relevant theory (Day & Tossey, 2011). Swann et al. (2022) critique it for having a weak
connection to scientific theory, inconsistencies with empirical evidence, lack of clarity in
application, and redundancy in its criteria. An overview of the change implementation plan,
incorporating the PDSA and Deszca et al.’s (2020) CPM, is illustrated in Figure 9.
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Figure 9
EAIS Change Implementation Plan

Note. Colour indicates the CPM stages as follows: yellow=awakening, orange=mobilization,
red=acceleration, green=institutionalization. Year 2 is yellow pending a second PDSA cycle.
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However, Swann et al. (2022) frame their critique within the context of applying
SMART goals to physical activity promotion, and not specifically when SMART goals are
applied to organizational change. In a review of the scholarship spanning 50 years and
involving organizational change, Locke and Latham (2019) found goal-setting theory to be
reliable across a variety of contexts. The SMART goal setting is selected because EAIS
members have experience using goal setting, and the scholarship indicates this approach has
been used to support successful organizational change.
The PDSA’s plan stage is actioned with SMART goals to support the congruence
model’s strategy. The targeted goals facilitate the congruence model’s transformational
process in Term 2, supporting mobilization of the change path and the PDSA’s do stage. This
brings the CPM to acceleration in Term 3, where the PDSA’s study is used to assess and
monitor the plan, leading to an outcome, potentially, of institutionalization should the CIP be
evaluated as a success by the end of the third term. The success goal is use of the IMS being
supported by teachers in the ED and AWD for the following academic year. However, should
the PDSA’s study and act stages indicate further change is needed, support systems are in
place to awaken and mobilize along the change path, and to redesign the SMART goals. For
example, if feedback indicates greater resources are required, additional time would be given
to the change plan. Time would be used to redefine the SMART goals, and to awaken and
mobilize teachers through internal training workshops across both departments. A detailed
overview of the CIP is available in Appendix D.
Improved Equity and Equality in EAIS
The CIP involves stakeholders from the AWD and ED, including teachers and
leadership, throughout all stages of the CPM and PDSA to maintain an emphasis on social
cohesiveness during change, as successful organizational performance and learning hinges on
it (Schein, 2017). Developing Cycle 1 of the PDSA requires data collection from both
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departments concerning communication between leadership and teachers on strategies to
increase ED enrolment and raise its profile externally. Involving both departments in the
process of data collection during the planning stage reflects equity in terms of providing a
space for both to voice improvement suggestions (Christensen, 2014; Saundry et al., 2018).
The NTCM’s transformation process, when mobilization and acceleration are the
change path focus, also strengthens interactions between the ED and AWD in terms of IMS
integration and uptake. Feedback from teachers during the study phase of the PDSA can
strengthen efforts toward equitable access to organizational information, addressing the PoP,
as increased communication positively affects employees’ perception of organizational justice
(Lizar et al., 2019). The goal of the change plan is to address the PoP by improving
communication between leadership and the AWD and to raise the profile of the ED without
negatively affecting its language and culture. The CIP would enable the AWD to introduce
their own ideas and strategies concerning how to support the ED. Ultimately, such a high
level of engagement would affect stakeholders, as there would be a more integrated approach
in EAIS concerning strategies to support an increase in AWD enrolment. This may lead to a
cohesive view of the streams and reduce perceived marginalization of the ED in the region.
Transition Management Plan
Addressing the PoP, the IMS can share communications between leadership and the
AWD concerning how to effectively support the ED. The first step in the transition is to
designate space in the IMS specific for staff communication from leadership to teachers
outlining how to support ED enrolment strategies. The IMS is managed by the information
systems’ administrator who is accountable for its data uploads and changes. Leveraging the
IMS as a tool for leadership-to-teacher communications across both the ED and AWD is the
preferred solution to address the PoP, and it requires I work with the information systems
administrator and information technology (IT) department. Designating a leadership-to-
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teacher communication area, and determining its page design, requires collaboration with
colleagues. Memory space on the local server is required for document storage and can be
arranged by the IT department. Data uploads, page maintenance, and designating storage
space for the IMS requires time and effort from the information systems administrator and IT
department.
A school’s digital site is a platform for all stakeholders that facilitates communication,
the exchange of ideas and information, and creation and sharing of knowledge provided there
is a commitment to resources and investment (Taddeo & Barnes, 2014). Allocating space for
documentation indicates to stakeholders that communication between leadership and teachers
across both departments is a long-term initiative that considers future members and
administrations. As a subject leader in digital technologies, I can meet with the IT department
prior to Term 1 to dedicate space on the IMS for the retention of documents. Logistically,
dedicating space implies webpage creation and maintenance, both of which fall under the IT
department’s scope. I can create a pilot page in the existing IMS with a bilingual menu for
ease of stakeholder navigation. I can consult with leadership concerning editing in order to
upload key documentation. I can meet with leadership to outline the specific documentation
that would be required in the IMS using a simple checklist. The documentation uploaded
would meet the requirement of being communication between leadership and the ED or AWD
specifically about the ED’s enrolment strategies, and communication about supporting the
identified strategies.
The change agent may need to address workload hours concerning the time required to
collect, upload, and organize existing documentation. In Term 1, a repository of
communication would be available to teachers. The collection would function as a working
IMS model to build on during the initial cycle of the change plan. A final transition
management task would be to translate documentation should it not already exist bilingually.
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Following document collection, the change agent can identify documents in need of
translation and liaise with HR concerning internal translation services.
Adapting to Teacher Concerns and Stakeholder Reactions
Resistance to change is widely considered a significant contributing factor to failed
organizational change (Georgalis et al., 2015). It is operationally defined as a
multidimensional attitude comprised of emotional, cognitive, and behavioural components
(Van Dam et al., 2008). Teachers’ potential negative perceptions of the usefulness of the IMS
may lead to increased resistance. Perceived usefulness is a factor that determines teachers’
intention of using technology, and teachers who perceive the technology as helpful will use it,
while those who do not will resist its integration (Güzen & Akar, 2019). The success of
technology uptake is also dependent on teacher adaption (Buabeng-Andoh, 2012; Kearney et
al., 2018). Anticipating teachers’ concerns of IMS use may help reduce resistance to change.
Resistance to change is considered carefully because differences between the ED and
AWD cultures may require a broader approach to change communication. Hofstede’s (2011)
cultural dimensions of collectivism and power distance differ between the AWD and ED. The
AWD is more individualistic than the ED, which may indicate a preference for direct and
participative communication that stresses unique individual contributions (Kirsch et al.,
2012). Changes in communication protocols, even if only through the addition of a method
for document communication, can lead to resistance in an organization (Lizar et al., 2019;
Simoes & Esposito, 2014). A final factor is to consider how to overcome resistance in a
multilingual and international organization. Kirsch et al. (2012) analyzed differences
correlated with individualism and power distance, and suggest that differences in performance
improvement, communication, and change management may be influenced by these cultural
dimensions.
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Three ideas guide an approach to counteracting change resistance. First, technology
uptake can be facilitated by offering synchronous and asynchronous training opportunities
(Moorhouse & Wong, 2021). The new communication repository will be introduced to staff in
the awakening stage by the change agent modelling its use in a staff meeting. Consistent with
social constructivist theory and supporting Schein’s (2017) individual interactions at the
micro level, modelling technology fosters employees’ education and participation with the
technology – two strategies used to overcome resistance (Haddad, 2002). Second, to
overcome resistance to change in communication protocols, it will be emphasized in initial
meetings that the IMS adds to the resources available to staff and increases transparency
between leadership and teachers. Emphasizing communication transparency has been shown
to increase employee morale, and increasing communication resources has been linked to
positive attitudes toward organizational leadership (Lewis, 2019).
Third, the CIP will consider how sociological aspects of national cultures may affect
communication through interactions with ED and AWD teachers and leadership. Resistance
concerning the use of the IMS may be impacted by cultural differences that arise in response
to leadership decisions (Hofstede, 2011). Cross-cultural differences lead to different change
management recommendations in different cultures, as Hofstede’s (2011) scores of
individualism impact employees’ preferred information channel and need for information
(Kirsch et al., 2012). For example, there is a significant positive correlation between
individualism and gathering information from rumours (Kirsch et al., 2012), suggesting the
AWD may be more likely than the ED to use informal information channels.
In summary, it is emphasized that the IMS does not replace existing communication
structures, but is designed to enhance them by holding leadership accountable for
communications between the departments for the benefit of teachers. It will be explained that
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translation is available for all IMS communications, consistent with existing practice in EAIS,
to provide fair and accurate access by all to key communications across departments.
Empowering Others to Support the Envisioned Future State
Empowering others to help improve communication between leadership and the AWD
to help raise the profile of the ED without negatively affecting its unique culture and language
is essential to the success of the CIP. There are four strategies in place to facilitate teacher
empowerment: teacher participation in the development of SMART goals, the PDSA’s study
phase, termly meetings, and feedback surveys in the CIP.
SMART goals are designed to guide the congruence model’s strategy during the plan
stage and the co-development of goals may provide an opportunity to empower others.
Transformational leadership can facilitate this process by motivating others to participate in
change initiatives. SMART goals take into consideration the opinions and needs of others
(Bovend’Eerdt et al., 2009) and can be specific to the exact needs of EAIS’ internal
stakeholders. It is within my agency to develop SMART goals with teachers and leadership in
departmental meetings.
In the PDSA’s study phase, when the change path is in acceleration, teachers and
leadership in both departments can provide feedback and suggestions to improve the process.
These suggestions can be actioned immediately if circumstances are favourable, or used to
develop the next iterative cycle and its SMART goals. In addition, during the study phase,
stakeholders are encouraged to make adjustments to the plan in order to facilitate the uptake
of IMS use. Term meetings are planned to collect feedback and to strategize how members
can facilitate the use of the IMS with the aim of improving communication.
Additional Supports and Resources
Additional support and resources include networking with two regional schools,
leveraging the IT department for expertise, and furthering understanding through existing

79
scholarship. Two regional schools offer dual-language streams within one school
organization. The schools both have communication teams that can share with me insights on
the management of the IMS. In addition, both schools may have similar issues in managing
internal communications with multilingual international teaching staff.
EAIS has a multilingual IT department consisting of 10 professionals. Meeting with
the IT team is possible and they may have constructive insights concerning the IMS interface,
storage capacity, user-end design, and document uploading protocols. I have daily access to
the IT department and can leverage their expertise and empower them to support the plan.
Finally, additional support may be found by consulting the scholarship. Technology is an
active research area with publications on communication through technology widely
available. I can consult peer-reviewed research and incorporate research through a variety of
resources.
Addressing Potential Implementation Issues
Potential implementation issues are anticipated in the area of stakeholder support and
organizing confidential lines of document collection for the IMS. Stakeholder support is
essential to the acceleration of using the IMS. Stakeholders are considered both the teachers in
the AWD and ED, as well as leadership, particularly the principal. As change agent, I do not
have the agency to tell the principal what to share with teachers. However, the plan depends
on transparency between leadership and teachers. To address the issue of key documentation
not being shared, I can approach the heads of departments to clarify what documentation is
available to the IMS on a bi-weekly basis. This would keep accountability at the forefront and
emphasize the role of transparency between leadership and teachers in keeping the IMS
relevant. To facilitate support from teachers’ perspectives, I can present snapshots of IMS
documentation through monthly emails and departmental meetings. I can also request direct
feedback concerning what teachers need in order to support their use of the IMS.
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Organizing confidential lines of document collection is anticipated. Information
shared within EAIS, as well as between EAIS and other entities, falls under national data
protection regulations to which all organizations adhere. The regional data protection
ordinance outlines how data should be collected, handled, and used in compliance with
national law (PCPD, 2021). EAIS staff follow an EAIS data protection policy that complies
with the regional ordinance and outlines how internal documentation can be shared. As a
researcher, I feel confidentiality should be maintained on principle, as employees of EAIS
have a right to privacy. I can meet with HR and leadership to underscore a confidentiality
agreement with EAIS concerning the copying and sharing of materials. I will only transfer
documents to the IMS with permission from leadership, and will do so on campus using my
assigned device during working hours via EAIS’ data server.
Benchmarking and Required Performance Indicators
Benchmarking the effectiveness of the change plan depends on knowing how many
colleagues access the IMS and how effective they find it in terms of improving their
understanding of ED strategies. Generally, benchmarking is the analysis of top performing
organizations across indicators of performance, processes, functions, and strategies through
data to assesses an organization’s current standards in order to guide improvement or raise
current standards (Anand & Kodali, 2008). However, in this phase of the change plan,
benchmarking is a comparison of indicators between internal EAIS baseline measures and
year-end measures. Three approaches to internal benchmarking through data collection of
IMS usage, internal year-end survey comparisons, and teacher feedback are planned. The IMS
is designed as an additional section in EAIS’ existing resource repository.
First, it is possible for the IT department to enable webpage traffic tracking, as this
technology is already in use on the current EAIS website. The data is a quantitative record of
views per page and can be anonymized. This data can provide insights into how many
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colleagues use the IMS, what day of the week or month visits occur, and what documents are
often viewed. Second, EAIS has existing year-end survey results related to teacher
satisfaction. Although these do not directly address communication between leadership and
teachers concerning the strategies of the respective departments, I could suggest this be added
as a performance indicator. It is important that this factor be measured to obtain baseline data
of teachers’ knowledge of departmental strategies at the beginning of the change plan to draw
future comparisons. This question could be included in the existing year-end survey to gauge
communication progress at the end of the first iterative PDSA cycle. Looking ahead, it would
also make year-on-year data comparisons possible. Finally, teacher feedback is an essential
performance indicator and supported by social interactions between individuals in EAIS. I
have the agency to talk to EAIS colleagues during the first cycle to gauge their responsiveness
to using the IMS and how well it has improved their understanding of the ED strategies.
Priorities and Challenges
A priority for the change plan is to create a more equitable space in communication
protocols concerning the AWD’s understanding of ED strategies. Equity is operationally
defined as fairness in relationships when rewards and resources are given in proportion to an
individual’s input or contributions (Espinoza, 2007). An equitable communication space is a
tangible commitment to encouraging and listening to all departmental members’ voices in
terms of improvement and supporting an equitable orientation for EAIS (Christensen, 2014;
Safir, 2017; Saundry et al., 2018). An equitable communication space is one that upholds
communication practices where systems and processes function in a fair, impartial, and
objective manner (Maron et al., 2019). Such a space overcomes the assumption that the AWD
determines the language of communication at EAIS. Strategic information specific to each
department in English and the distinctive European language of EAIS would be available for
all organizational members. Improving transparency and accountability of communication
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from leadership to the AWD concerning ED strategies, in a manner that reduces negative
impacts on the ED’s unique language and culture, is a priority. It is also a priority to work
within my own agency. For the change plan to be successful, I will empower others and
encourage them to overcome challenges in accessing information by leveraging the IMS for
increased transparency and organizational understanding.
My greatest challenges addressed by communicating change and strategic planning
(Allen et al., 2007) in the CIP are overcoming resistance (Lizar et al., 2019), managing
uncertainty through communication (Allen et al., 2007), and getting stakeholders to view
themselves as having a collaborative role in successful change implementation (Metz &
Bartley, 2020). These three significant challenges require the recognition of obstacles of
cultural differences between the departments in terms of communication and, possibly,
concerning change itself. Cultural differences can be negotiated by leaning on leadership and
by identifying key areas of difference in terms of Hofstede’s (2011) power distance and
collectivism scores between the AWD and ED. A final challenge in the CIP is to raise
awareness of the importance of improved communication between leadership and the AWD
concerning the ED’s needs. The following section on communicating change is designed to
increase communication between leadership and teachers in order to mitigate and address any
negative outcomes concerning the CIP and to benefit EAIS at the organizational level.
This section addressed how the change plan is situated in the regional context and how
improving internal communication reduces marginalization of the ED. The plan was outlined,
with consideration for challenges related to implementation and benchmarking progress. The
following section outlines a monitoring plan and evaluation using Deming’s (1993) PDSA.
Change Process Monitoring and Evaluation
This section presents connections between the change plan and the PDSA’s stages,
Schein’s (2017) levels of social constructivist interactions and transformational leadership. It
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explores how change and progress are tracked and how change is evaluated in iterative PDSA
cycles. A description of how to implement an actionable response to monitoring and
evaluation findings concludes the section. The monitoring plan is developed from the four
steps theorized by Markiewicz and Patrick (2016), namely focus, performance indicators, data
collection processes, and time frame. The section opens with a discussion of the PDSA.
Connection to the PDSA
Successful change requires monitoring, evaluation, and communication of change
implementation (Deszca et al., 2020). These three components of change implementation are
addressed through the PDSA model. The PDSA is an established and reliable change
monitoring tool (Connelley, 2021; Popescu & Popescu, 2015; Prybutok, 2018). Supporting
the change plan, PDSA quality improvement studies commonly have a sample size of one and
small sample sizes make important contributions to the scholarship (Etchells et al., 2016;
Speroff & O’Connor, 2004). The SMART goals are modified in the plan and act stages as
previously documented in the CPM’s awakening stage and the NTCM’s strategy and
planning. The plan stage will guide and identify a strategy to facilitate change along Deszca et
al.’s (2020) change path from awakening to mobilization. The PDSA’s study and act stages
are integrated into the transformation process of the congruence model to shift change from
acceleration to institutionalization.
Plan
The plan stage will take place at the beginning of the academic year in the first half of
Term 1 from August to October. The plan stage is supported by the PESTLE analysis that
facilitates the input stage of the congruence model and clarifies the focus of monitoring in
order to provide direction during evaluation (Markiewicz & Patrick, 2016). This stage
complements the awakening section of the change path. The final step in the plan stage is to
develop targeted SMART goals that contribute to the congruence model’s strategy in order to
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trigger transformation and interactions between the components of people, work, culture,
structure, and mobilization along the change path.
Do
Implementing the SMART goals from the plan stage occurs in the do stage.
Implementation facilitates actions that instigate transformation within EAIS. The goals
connected to the people, work, culture, and structure of EAIS are held together by the
common thread of addressing the PoP. Each SMART goal is monitored for success outcomes,
using performance indicators, meetings, and checklists designed to collect qualitative and
quantitative data. Data collected during monitoring will be used in the evaluation of goals to
have a cumulative effect on the change plan’s rate of acceleration and to facilitate the study
phase.
Study
Working toward the SMART goals will result in the generation of quantitative and
qualitative data by the beginning of the second term, approximately January. Data is collected
methodically through data logging in a shared folder system and meeting minute
documentation processes currently used by and familiar to members. The study phase will
conclude in April, nearing the midpoint of the second term, framing the bulk of the
monitoring and evaluation efforts. The study phase and data collection are assisted by the
output stage of the congruence model. The outputs of which may provide greater depth
concerning the interpretation of data in light of external PESTLE factors affecting EAIS.
Studying the data through the monitoring and evaluation strategies directly impacts the
acceleration phase of the change path, and results in furthering the change plan to move EAIS
closer to IMS institutionalization.
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Act
The first cycle of the PDSA concludes with the act phase, planned to begin in April to
support IMS institutionalization at EAIS. Acting on the data provides EAIS with an
opportunity to make adaptations between April and June. This would either lead to
adjustments being made in an iterative cycle for the following year, or toward IMS
institutionalization. EAIS could institutionalize the use of the IMS across the organization by
the end of the second term and set up improvement monitoring for the start of the following
academic year (August). Should the PDSA lead to institutionalization, change resistance is
still possible, and this is considered in the upcoming section on change communication.
Figure 10 illustrates the PDSA with details specific to EAIS for each step respectively.
Figure 10
EAIS PDSA

Note. The EAIS PDSA is iterative and based on the work of Deming (1993).
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Transformational Leadership in Monitoring and Evaluation
This section details how monitoring and evaluation will be integrated into the change
plan in order for success criteria to be determined and for refinements of the plan to be
supported. Transformational leaders are those who inspire followers to transcend self-interests
for organizational improvement and gain (Thomas & Peterson, 2015). Transformational
leaders, regardless of culture, share clear goals with followers and commit to the goals
(Abdullah et al., 2018; Dorfman, 2004). The PDSA tool provides a common language for
members to express concerns about the change projects to alleviate potential complications
(Sirkin et al., 2005).
The change plan is proposed to take one year with monthly monitoring updates,
integrated assessments, and annual evaluation. Goals in the plan stage use a recommended
goal setting framework to be specific, measurable, achievable, realistic, and timely (SMART)
(Bovend’Eerdt et al., 2009; Doran, 1981; Prybutok, 2018). The plan stage begins the cycle by
defining the SMART goal of the change effort, then deciding what data to collect and how to
assess if change happens (Deming, 1993; Leis & Shojania, 2017). The next step is the do
stage, which focuses on carrying out the test. This is followed by the study stage, in which the
results are analyzed (Deming, 1993; Leis & Shojania, 2017). The final stage of the cycle is the
act stage, where change is either adopted, abandoned, or the cycle is repeated (Christoff,
2018; Deming, 1993).
Tracking Change
Implementing change is a process of bringing an organizational improvement
intervention to realization in actual practice, and it requires monitoring and evaluation tools to
determine if goals are met or if further modifications to the change plan are required
(Donohoo & Katz, 2020). The PDSA is the vehicle for change implementation throughout the
change path, and it is in the study stage where monitoring and evaluation are actioned for the
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change plan to reach the final phase of implementation. In tracking change, the focus is on
monitoring – an ongoing systematic process of data collection that leads to questions to be
addressed during evaluation (Markiewicz & Patrick, 2016).
Secondary communication data between leadership and teachers prior to IMS
integration can be benchmarked with internal communication logs. As the IMS is promoted
over the academic terms, communication measures can be collected through updated logs.
IMS use can be tracked weekly in an existing automated process that records EAIS website
visits.
The strength of teacher satisfaction concerning communication with leadership,
specific to AWD teachers’ knowledge of ED stream promotional strategies, will be surveyed.
Results will be compared with existing benchmark data taken in a previous survey during a
federal European government inspection. In addition, the survey will be repeated two times
during the change path process, inclusive of both academic terms.
To encourage inclusivity and representation in the change process and reinforce
transformational leadership, a voluntary cross-departmental communication team (CDCT) is
proposed. Members will be familiar with the established process of organizing volunteer
steering committees over internal email, as this has been embedded in EAIS practice. The
change agent can email both departments and invite members across the organization to
express interest in joining the CDCT.
In past instances when this approach has been used, 4 to 10 individuals expressed
interest in joining such a team. For example, following an external assessment EAIS held a
successful call for volunteers to form the suggested steering committee (Federal Office of the
Administration, 2014), and volunteering for committees is familiar to members. The CDCT
can design internal surveys and guide data analysis to inform meetings and proposals
throughout the change plan. Table 1 illustrates change monitoring and evaluation specific
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data tracking used at each stage. Appendix D complements Table 1, with further detail on
PDSA stages within the CPM.
Table 1
Change Monitoring and Evaluation
PDSA
Stage
Plan

Change Path
Model
Awakening

Evaluation Strategy
Design IMS roll-out
timeline
Design CDCT
meeting minutes
template

Data Tracking
Analysis of baseline survey data
Analysis of baseline data to establish
existing communication strategies
SMART goal setting

Design IMS teacher
training modules
Do

Study

Mobilization

Acceleration

Design teacher
communication
feedback survey

Survey teachers on IMS training
needs and use; incorporate teacher
voice in change implementations

Initiate IMS use

Designate CDCT members to lead
meeting Q&A to gather teachers’
communication/IMS perceptions

Analyze narrative data
from CDCT meetings
and departmental
meeting presentations

Analyze data from meeting minutes,
anonymized IMS usage logs, and
survey feedback
Reflect on SMART goals

Analyze survey data;
compare to
benchmarks
Act

Acceleration Analyze data
to
Institutionaliz
ation or next
iterative
PDSA cycle

CDCT to collect descriptive data
through observations and
conversations with teachers
Analysis of CDCT data; identify
teachers’ needs and adjust for change

Note. Evaluation and coordination of the CDCT, SMART goals, and PDSA are further
detailed in Appendix D.
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Gauge Progress
Monitoring helps facilitate effective communication through the use of common
language and denotes evaluation (Aziz et al., 2018; Sirkin et al., 2005). In addition, educators
hold a positive attitude toward evidence-based research and data enables change management
projects to be considered in a grounded manner (Deszca et al., 2020; Diery et al., 2020).
Control and measurement systems in change efforts improve accountability and make
expected outcomes more transparent (Deszca et al., 2020). To gauge progress, SMART goals
will be monitored through meetings and checklists. Examining baseline data from previous
years’ surveys for comparison, EAIS will be able to determine the rate of improvement.
Moreover, discussing changes with teachers during departmental meetings can help the
change agent gauge the uptake of the IMS.
Evaluation and Assessing Change
Although positive energy can be created from organizational change, recipients of
change may feel challenged and confused (Bolman & Deal, 2017). Monitoring and evaluating
may alleviate negative outcomes by providing tools and a common language for teachers to
express legitimate concerns about the design and implementation of change projects (Sirkin et
al., 2005). Evaluation is approached through the study phase of the PDSA and essential in the
change plan concerning the goal of reaching institutionalization in the CPM.
Designing the change plan using PDSA ensures continuous improvement due to its
iterative assessment nature (Moen & Norman, 2010; Prybutok, 2018). Evaluation addresses
gaps and questions identified through monitoring and identifies areas that may require further
monitoring (Markiewicz & Patrick, 2016). The act stage culminates in the evaluation of the
change plan, as the data outcomes from the study stage can be ignored, adjusted, or built upon
(Langley et al., 2009; Prybutok, 2018).
To evaluate if the plan has successfully addressed the PoP, qualitative feedback is
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collected from the CDCT through a written executive summary and an end-of-term teacher
survey is reviewed. Both procedures are familiar to members and have an established
approach embedded in EAIS’ continuous improvement processes.
Refining Implementation in Response to Findings
The change plan systematically follows the four major steps of the CPM in an iterative
cycle of analysis and revision toward improvement, culminating in institutionalization.
During change implementation, the PDSA ensures change will be successful even after
institutionalization, as continuous improvement is an ingrained part of the process based on
the PDSA’s iterative nature (Moen, 2009; Prybutok, 2018). To address the refinement of
implementation, the CDCT will be in place to observe patterns in communication that may
signal improvement is needed. In addition, surveying teachers and automated data logging of
IMS webpage usage will provide evidence of successful uptake. The IMS webpage is publicly
available to all members of the EAIS organization. The information collected may indicate
areas of further improvement, such as site training, design, or promotion. Following
institutionalization and IMS adoption, the CDCT can present in departmental meetings a
summary of data interpretation in terms of communication improvement. The CDCT can
monitor if teachers require more support to access communication from leadership via the
IMS through direct feedback or an exit evaluation form. Any revisions made based on teacher
feedback can be presented to teachers and leadership in departmental meetings every halfterm. This approach keeps the CDCT and change plan efforts accountable to improvement
efforts and actions, and makes ongoing monitoring and evaluation part of the socially
constructed fabric of the organization by supporting interactions between members.
My role as change agent is to ensure opportunities exist between individuals to engage
with improvement strategies through their work within the organizational culture and IMS
structure. I will lead monitoring and evaluation to ensure successful uptake and have the
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opportunity to do so by working with CDCT members and sharing teacher feedback with
leadership in both departments and with the principal. Transformational leadership strategies
enable me to empower followers and ethically incorporate their decisions through
collaboration that aligns with social constructive interactions which facilitate knowledge
building (Bass & Riggio, 2014; Chen et al., 2016). A thorough review of transformational
school leadership suggests the approach is conducive to teacher collaboration and employee
satisfaction because it supports a flexible and responsive environment (Abdullah et al., 2018;
Leithwood & Jantzi, 2005; Leithwood & Sun, 2012). Transformational leadership promotes
empowerment of followers (Abdullah et al., 2018; Barroso Castro et al., 2008) and has a
positive effect on the ethical climate of the organization (Engelbrecht & Theron, 2005). As
feedback from teachers across all departments increases over time, data can be coded and
patterns may emerge that clearly identify and document a consensus concerning teachers’
communication priorities and ideas.
Improvements to the change plan are dependent on transparent communication
practices throughout the change path. Successful organizational change has been found to be
dependent on organizational communication (Welch & Jackson, 2007; Yao et al., 2020). The
next section addresses the communication plan concerning elevating the need for change and
transparently involving teachers and leadership in the change process.
Plan to Communicate the Need for Change and Change Process
This section presents communication of the change plan and the importance that
transparent communication has to all stakeholders. An internal communication matrix is
discussed along with its alignment to the CPM and levels of interactions within EAIS.
Scholarship has connected communication with the success of change plans across a
variety of organizations and organizational change approaches (Allen et al., 2007;
Christensen, 2014). A challenge at EAIS is the distributed nature of the school campuses and
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acknowledgement of language preferences across both departments. Change resistance may
be increased if either department is marginalized or if individuals feel the information being
shared is not relevant to their needs (Yebma et al., 2016). A poor communication strategy can
result in dissatisfied employees, low levels of employee trust, and reduced levels of
employees’ organizational commitment (Zhang & Agarwal, 2009).
Building Internal Awareness of the Need for Change
Concerning the contextual fit, the change plan compliments EAIS’ vision to promote
its distinctive European language and culture (EAIS, 2021). The communication plan is based
on social constructivist theory and outlines the main goals and priorities of the process. For
example, the plan emphasizes the social interactions between EAIS’ members and the
creation of knowledge through these interactions in the form of improved communication
processes, as suggested by Yoon (2019). Case study research by Ahn and Hong (2019)
suggests that one-way, top-down communication, similar to the EAIS model, can become
more active through the implementation of a two-way communication model. However, this
depends on the participation and interactions of organizational members. Influenced by Ahn
and Hong (2019), the change plan communicates progress through social interactions, lines of
communication, and methods with which participants are already familiar, such as meetings,
conversations, and documentation to support change receptivity (Frahm & Brown, 2007).
Responsibilities and timelines are based on social constructivist opportunities; for
example, internal resources such as teams and meetings. Connections between the timeline,
change framework, change model, strategic goals, monthly goals, and stakeholders are
proposed based on an academic year. Appendix D provides a detailed description of these
connections. Evidence gathered through the congruence model and PDSA cycles facilitates
the identification of new gaps that need to be communicated with EAIS leadership and
teachers, as illustrated previously in Table 1 and detailed in Appendix D. To fill the gaps,
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followers of the transformational approach may be motivated to change directions based on
their own creative ideas, or problem solutions, during the change process (Bass & Riggio,
2014). There is a risk in aiming for the inclusion of all stakeholders during communication
because exclusion may be implied if stakeholders do not relate to the perspective presented,
creating a paradox (Berti et al., 2021; O’Connor, 1995). Scholarship suggests this paradoxical
discourse is part of the organizational culture and based on internal group distinction, but that
it inherently works against change meant to foster coordination and may cause persistent
norms to be labelled as resistant to change (Berti et al., 2021; O’Connor, 1995; Yebma, 1996).
To counter this, the change agent has developed clear methods of communication throughout
the process, as illustrated in Appendix D; for example, how transparency meetings provide all
staff with discussion opportunities and how anecdotal observations and conversations are
designed to strengthen relationships of trust.
The Communication Plan
Effective communication within the organization is essential for success because it
positively affects employee engagement in achieving objectives (Welch & Jackson, 2007). To
guide internal communication, a comprehensive communication plan is presented and will be
shared in a transparent manner with stakeholders.
The CPM’s awakening aligns with EAIS’ development of SMART goals,
mobilization acts on the SMART goals through EAIS’ formal structures, acceleration aligns
with teachers’ and leaderships’ engagement with the IMS, and institutionalization
complements the evolving process of communication feedback. The communication plan
takes a transparent internal communication approach to complement social constructivist
theory (Doubleday et al., 2015). Communication and understanding of change develop
through member activity, the environment, exposure to other constructs through social
interactions, and the goals of the member (Doubleday et al., 2015). The communication plan
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aligns with the four stages of the CPM and specific steps in the plan are designed to
complement the respective stage of the CPM., as illustrated in Appendix D and Table 2.
Table 2
Internal Communication Matrix
CPM Stage

Level

Awakening

Micro –
individual

Mobilization

Direction

Stakeholder

Content

Teachers
Leadership

Teachers’ roles
impact
SMART goal
development
Benchmarking
Intro meeting
IMS discussion

Micro – CDCT Two-way

Teachers
CDCT
Leadership

IMS rollout
SMART goals
Survey
Meeting- email

Acceleration

Micro –
ED/AWD
departments

Two-way

Teachers
CDCT

Data monitoring
Observations
Survey
Meeting updates –
email

Institutionali
zation

Micro –
EAIS
departments

Two-way

Members of EAIS

Progress report
PDSA decision
Achievement

Two-way: Change
agent to
teacher/teacher to
change agent; change
agent to
leadership/leadership
to change agent

Note. Adapted from Welch and Jackson’s (2007) internal communication matrix.
Based on Welch and Jackson’s (2007) stakeholder approach to communication, an
internal communication matrix across the dimensions of heads of department, teachers, the
CDCT, and leadership (the principal and SMT) is used. The internal communication matrix,
illustrated in Table 3, is used because a multi-dimensional approach emphasizes the role of
stakeholders and interconnectedness between the internal and external contexts (Welch &
Jackson, 2007).
Employees are provided with information for the purpose of enhancing their reasoning
ability during organizational change (Men, 2014) through this approach. Transparent internal
communication consists of accountable, informational, and participative transparency in
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organizational communication that makes all legally releasable data available to employees in
a timely, fair, and reliable manner to help employees understand the organization’s decisions
and hold it accountable (Li et al., 2021; Men, 2014). The following four sections frame further
discussion of the communication plan by the CPM’s stages of awakening, mobilization,
acceleration, and institutionalization.
Awakening
Managing change readiness during awakening must complement identification of the
need for change, articulation of the gap between the current and desired stages, foster the need
for change, develop the change vision, and disseminate the change vision across teachers and
leadership at EAIS (Deszca et al., 2020). During awakening, stakeholder concerns may be
related to credibility in terms of substantiating the need for change. According to Armenakis
et al. (2000), stakeholders must comprehend the change and the change agent must use
credible information for change to move forward. Clear communication prevents ineffective
responses, as communication procedures build stakeholders’ trust and confidence (Wachinger
et al., 2013). Appropriate communication procedures include transparent sharing of external
analysis results, benchmark data, and the SMART goal development process. A shared
understanding of the plan facilitates knowledge construction (Manojilovich et al., 2015) for
mobilization by grounding communication in interactions within a transformational process.
Mobilization
During mobilization, regular meetings with leadership and teachers through the CDCT
group will take place, and minuting meetings will help guide actions and make accountability
clear in terms of the directions being taken. In addition, teacher survey results will be shared
transparently through internal email. Anonymized data from the survey will be available to all
internal members and posted to the IMS for reference during mobilization. Issues of
stakeholder concern include faculty support regarding the resources of time and teacher
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training (Jacobs et al., 2018) in the IMS. To facilitate teacher participation and an atmosphere
of inclusion, incorporation of teachers’ voices through survey methods will be actioned and
the results shared in departmental meetings. CDCT members will be empowered to lead Q&A
sessions to gather narrative descriptive data from teachers concerning IMS perceptions.
Acceleration
Meeting minutes shared with teachers and leadership include issues to be actioned and
those accountable for such actions. Data logging of IMS use will be shared across the IMS
through email and presented directly to them in departmental meetings. Data will be
illustrated in graphs and patterns and summarized for clarity to effectively communicate
insights on how departments interact with each other and leadership (Sims et al., 2014).
To encourage the rate of change and IMS use, teachers will be empowered to share
their voices directly and I will create space for them to voice concerns, fears, and worries
related to change during departmental meetings and through casual conversations. Should the
CDCT’s record of observed behaviour and narrative themes reveal patterns or raise concerns,
these will be shared with the department in a proactive manner that protects individual
identities, offers solutions, and welcomes suggested directions in an effort to reduce resistance
and stakeholder concerns (Christensen, 2014; Yao et al., 2014).
Institutionalization
In the ongoing pandemic, organizational change has been a professional reality in
Asia’s international school sector (Stasel, 2020). In terms of institutionalization, issues of
stakeholder concern may include change saturation and reduction of prioritization of ED
enrolment strategies over time. During institutionalization, transparent internal
communication through survey feedback and comparisons with benchmark data will be
communicated to teachers in an effort to show positive outcomes and incremental
improvements in communication.
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In addition, as IMS use increases across both departments, it will become a habitual
space to turn to for communication regarding organizational change. At the end of the
academic year, a progress report summarizing the goals, steps taken, and results of the change
plan will be shared with teachers. The report presentation will include a feedback opportunity
and will conclude the original change plan.
However, looking ahead, teacher feedback can be used in the next iterative cycle of
the PDSA should institutionalization be too soon. Consistent with continuous improvement
strategies, goals for the plan stage will be drafted based on end-of-year teacher feedback and
announced at the beginning of the second academic year.
Knowledge Mobilization Plan
The objective of knowledge mobilization is to ensure research knowledge is
disseminated between the wider community and the researcher, between knowledge brokers
and users, and within and beyond the academic community in order to make positive impacts
within the nation and internationally (Social Sciences and Humanities Research Council,
2021). Professional and academic ethics will guide all knowledge mobilization efforts
following Western University’s OIP guidelines and EAIS’ data protection protocols. The
knowledge mobilization plan involves the EAIS community, the Asia-Pacific and
international school community, the academic community, and the change agent’s allocation
of time. The plan is based on Cooper et al.’s (2018) knowledge mobilization conceptual
framework, and as change agent I aligned the plan within the social constructivist framework
to emphasize knowledge construction at the micro and meso levels (Schein, 2017) of the
EAIS community prior to reaching out to the macro community of the Asia-Pacific, including
regional international schools and academic outreach beyond the region. Knowledge
mobilization is possible without additional release time, situating allocation of time fourth.
The knowledge mobilization plan is illustrated in Figure 11.
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Figure 11
Knowledge Mobilization Plan

Note. The ordinal numbers indicate sequential order of priority.
EAIS Community
Supporting the areas of the communication plan, knowledge from this research will be
shared with internal stakeholders through several outlets; for example, through an
organizational magazine, internal workshops, and publication outlets. This will be done in a
timely manner to offset perceptions of the change agent hiding information, as suggested by
Beatty (2015). In addition to updates in the IMS, an objective discussion of change plan
outcomes and future directions will be shared in the internal EAIS magazine. The magazine is
digital and password protected. It reaches organizational stakeholders including parents and
students. EAIS has a staff section on its public website that offers an avenue for publication of
the change plan and the improvements in a transparent manner, which would highlight efforts
to strengthen our unique culture in the competitive, regional market.
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Each term, EAIS hosts parent information sessions, providing a platform for sharing
improvements with parents and a sounding board concerning future directions in research.
EAIS also hosts virtual coffee mornings and community hall events with community
members, giving the opportunity for personalized delivery of research results and the impact
of changes on communication within the school. Concerning the onboarding of new teachers,
EAIS provides an opportunity to explain changes during its induction days for new staff.
Research outcomes can be shared by me to aid new teachers’ understanding of the shift in
communication occurring at the micro level of the individual (Erez & Gati, 2004; Schein,
2017) concerning EAIS’ communication culture.
Asia-Pacific and International School Community
As a professional teacher, I am a member of several organizations with global
international school reach. I have the agency to discuss knowledge from my research with
such bodies through monthly virtual events and members’ social media spaces and websites. I
also have the ability to share my insights in members’ magazine publications. EAIS is
affiliated with several international school bodies and organizations in Asia-Pacific and
Europe. Through these connections, knowledge gleaned from organizational change can be
shared through conferences, workshops, and affiliated publications. I have presented previous
research at several conferences as a representative of EAIS, and am comfortable sharing
knowledge concerning the outcomes of the change plan and plans for ongoing improvement.
Asia-Pacific conferences are predominately virtual at the time of writing due to
COVID-19. This is a benefit in terms of resource management for my knowledge
mobilization plan. I can present at several conferences per year without incurring travel fees
or requiring time off from my schedule. I am well situated to contribute to the growing body
of research on international school management and organization change within international
schools through virtual regional and European international school events.
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Academic Community and Allocation of Time
The Western University OIP repository provides a platform for knowledge
mobilization through the work of academic and practitioner researchers. Publication of my
research to the repository enables me to contribute to the growing body of knowledge on
research involving international schools to assist other academics seeking scholarly, informed
practices. The repository is public, searchable, and has real simple syndication (RSS) features,
enabling me to publicize my research across professional social media. Following the
completion of my OIP and the first year of the change plan, it is my intent to publish in an
Asia-Pacific peer-reviewed journal in relation to the research area of organizational
communication in international schools. This ambition requires building on the change plan
and scholarship to support a future case study. Allocation of time is a consideration in the
knowledge mobilization plan. A non-academic publication, such as an international teaching
magazine article, would be less demanding in terms of time compared to the peer-review
process of an academic journal. Allocating time in the knowledge mobilization plan is
necessary, as my intent is to publish in an academic journal, share professional, researchinformed scholarship, and build knowledge in this niche area of education.
Chapter Three Conclusion
This chapter outlined the OIP, culminating in a communication plan and a framework
for knowledge mobilization using a communication matrix to outline how implementation,
monitoring, and evaluation will be transparently communicated to engage stakeholders and
achieve change objectives (Welch & Jackson, 2007). The IMS communication strategy gives
all EAIS members equitable access to leadership communication and it facilitates
communication between individual teachers of both departments. The chapter concluded with
the knowledge mobilization plan that directs how knowledge from the OIP is intended to
reach beyond EAIS to help others. The next section considers future directions for EAIS.

101
Next Steps and Future Considerations
The final section of the OIP examines what will happen next in the change process at
EAIS followed by future considerations for the organization.
Next Steps in the Change Process
The EAIS strategic plan emphasizes the role of communication in the organization.
However, the change plan presented in the OIP is the first attempt to create a transparent,
actionable organizational plan that involves both the AWD and ED in a manner that facilitates
communication vertically, between leadership and teachers, and horizontally between
departments. The three steps in this process are outlined in the following discussion and
culminate in communicating the plan beyond teachers to the wider EAIS community.
First, the change plan will be refined to best meet the needs of all teachers. At the
close of its 2019–2023 strategic plan, EAIS will welcome a new principal. Teachers are
empowered to embrace and support a mission only when school leaders are committed to the
goal (Steele & Whitaker, 2019). It is essential that the new principal be informed of current
communication processes between departments, as well as the steps taken to ensure
communication between leadership concerning ED strategies and the AWD’s ability to
support them. Principal-teacher communication is a significant predictor of teachers’
empowerment and commitment to the role (Yao et al., 2020). The new principal will need to
be briefed and included in information communication initiatives related to the AWD’s
understanding and ability to support ED strategies.
Second, future communication goals will be co-constructed in response to the needs of
individuals within the organization. To address the future consideration of meeting the needs
of all stakeholders, the role of parents and students needs to be thoughtfully integrated. It is a
limitation of the current change plan that the focus on communication and support for the ED
is internally focused at the micro level and excludes parents and students at the meso level. In
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the future, parents can be more directly involved with efforts in the AWD to support and raise
the profile of the ED. Parental involvement in EAIS change efforts can be integrated into the
second year of communication strategy building, because once teachers and parents have a
dynamic dialogue with one another, collaboration of ideas and clarifying needs both improve
(Gonzales & Frumkin, 2018).
Finally, the change plan will be communicated with the wider EAIS community.
Involving parents and families from both the AWD and ED in communication strategies
designed to raise the profile of the ED may improve regional misconceptions of the
importance of the ED to the school community. Murray et al. (2015) found parents’ social
networking has a positive impact on advice concerning school policy, goals, and student
engagement. In future iterative cycles of the PDSA, parent feedback will be explored in order
to create a pathway to social networks that will bridge the gap between the micro and meso
levels, and possibly impact the macro level, to shift regional perspectives toward the unique
and valuable offerings of the ED.
Future Considerations for the Organization in the Context of the PoP
Concerning the future of the organization, four considerations have been identified by
the change agent and are addressed in this section. It is anticipated that the CDCT will
continue to function and recruit members who seek professional development related to
organizational communication skills in the form of a communication steering committee. The
first future consideration is to propose funding for such a committee based on successful
outcomes and positive change brought by the change plan. The second consideration is to
establish the CDCT as a fixed entity in EAIS. The CDCT would be well positioned to work
on additional aspects of future strategic plans. Since the CDCT has built trust with teachers
during the initial change plan, the group can continue to collect feedback and act as a
sounding board within a safe, collaborative space for teachers in both departments.
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Following the initial change path cycle in the first academic year, the change plan may
institutionalize IMS use and facilitate greater transparency in communication between
leadership and teachers concerning how the AWD can support ED strategies. The change plan
supports EAIS’ 2019–2023 strategic vision of improving communication within the
organization and raising the profile of the ED in the region. Therefore, the third future
consideration is to sustain equality between the ED and AWD concerning enrolment metrics,
as international school competition in the Asia-Pacific region shows no sign of slowing (ISC
Research, 2021). The fourth and final consideration is the need for teachers and leadership to
align resources, perhaps through the CDCT, concerning the long-term sustainability of EAIS
in a rapidly changing region. Improving communication is only the first step in challenging
regional perceptions of the ED. In the future, the CDCT can strategize with leadership,
teachers, and parents to reinforce EAIS’ European connections and publicize the benefits of
an EAIS educational experience.
The main goal of the OIP is to improve organizational communication between school
leadership and teachers and to support a positive psychosocial organizational environment
(Barrett, 2002; Christensen, 2014). There is currently an urgent need for the school to promote
its unique European culture and language through improved communication. However, what
is stressed to the reader is that this change is the first step in an iterative and incremental
approach. Improving internal communication opportunities through the IMS, and learning
about the ED’s strategies to boost enrolment, must be furthered with opportunities that
provide teachers with greater empowerment concerning how to support the school’s unique
culture and community. EAIS teachers and leadership must work together and communicate
clearly to further develop strategies to raise the profile of EAIS as a united international
school that will not tolerate marginalization within its own community.
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Narrative Epilogue
The OIP is the culmination of three years of intensive examination of a learning
organization in a complex international context. The effort put into the OIP is meant to
highlight the essential role that practitioner research plays in furthering our understanding of
teaching in an international school setting. It is also intended to encourage others to explore
and appreciate the professional and communicative skills required in leading and managing an
international school. The OIP has been a vehicle to explore these areas during a complex time
rich with political shifts and constant change in the teaching and leadership context.
Conclusions drawn from this research suggest there is a greater niche area to explore
in terms of communication within international schooling contexts and their culturally rich
teaching staff. With privatization growing more popular in the sector, and demand for
international schooling growing (ISC Research, 2021), international schools should question
how neoliberalism impacts the social fabric that enables all teachers to work collaboratively to
develop curriculum for their own classes (Hursh & Martina, 2006), free from the risk of
marginalizing departmental identities in order to capitalize on market growth.
The growing popularity of international schooling in Asia-Pacific should initiate
communication between teachers and their leadership concerning the values and goals of
respective international schools. International schools should prioritize whole-school
communication as a step toward strengthening their unique regional identities. The
improvement plan addresses the marginalization of the ED to make communication more
equitable across the organization. It is my hope this OIP helps school leadership and teachers
communicate transparently, celebrate unique learning environments, and relieve the pressure
of neoliberal international school market conformity.
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Appendix A: Readiness-for-Change Questionnaire (Deszca et al., 2020)

Rate the Organization’s Readiness for Change
Readiness Dimensions

Readiness
Score

Previous Change Experiences
1. Has the organization had generally positive experiences with
change?

1

2. Has the organization had recent failure experiences with change?

0

3. What is the mood of the organization: upbeat and positive?

1

4. What is the mood of the organization: negative and cynical?

0

5. Does the organization appear to be resting on its laurels?

-1

Executive Support
6. Are senior managers directly involved in sponsoring the change?

2

7. Is there a clear picture of the future?

2

8. Is executive success dependent on the change occurring?

1

9. Are some senior managers likely to demonstrate a lack of support?

0

Credible Leadership and Change Champions
10. Are senior leaders in the organization trusted?

1

11. Are senior leaders able to credibly show others how to achieve their
collective goals?

1

12. Is the organization able to attract and retain capable and respected
change champions?

1

13. Are middle managers able to effectively link senior managers with
the rest of the organization?

1

14. Are senior leaders likely to view the proposed change as generally
appropriate for the organization?

2

15. Will the proposed change be viewed as needed by the senior
leaders?

2
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Openness to Change
16. Does the organization have scanning mechanisms to monitor the
internal and external environment?

1

17. Is there a culture of scanning and paying attention to those scans?

1

18. Does the organization have the ability to focus on root causes and
recognize interdependencies both inside and outside the
organization's boundaries?

1

19. Does “turf” protection exist in the organization that could affect the
change?

-1

20. Are middle and/or senior managers hidebound or locked into the use
of past strategies, approaches, and solutions?

-1

21. Are teachers able to constructively voice their concerns or support?

2

22. Is conflict dealt with openly, with a focus on resolution?

2

23. Is conflict suppressed and smoothed over?

0

24. Does the organization have a culture that is innovative and
encourages innovative activities?

2

25. Does the organization have communications channels that work
effectively in all directions?

1

26. Will the proposed change be viewed as generally appropriate for the
organization by those not in senior leadership roles?

1

27. Will the proposed change be viewed as needed by those not in senior 1
leadership roles?
28. Do those who will be affected believe they have the energy needed
to undertake the change?

1

29. Do those who will be affected believe there will be access to
sufficient resources to support the change?

1

Rewards for Change
30. Does the reward system value innovation and change?

1

31. Does the reward system focus exclusively on short-term results?

0

32. Are people censured for attempting change and failing?

0

Measures for Change and Accountability

146

33. Are there good measures available for assessing the need for change
and tracking progress?

1

34. Does the organization attend to the data that it collects?

1

35. Does the organization measure and evaluate teacher satisfaction?

0

36. Is the organization able to carefully steward resources and
successfully meet predetermined deadlines?

1

Total score

30

Note. This figure focuses on areas specific to organizational change in EAIS and has been
adapted from the scholarship of Deszca et al., (2020).

147
Appendix B: Likert Scale Evaluation of the Four Solutions

Each factor of mentorship, internal professional development, team teaching, and
internal management system is weighted respectively and equally on a Likert Scale of
strength, where 1=very weak, 2=weak, 3=moderate, 4=strong, 5= extremely strong

Mentorship

Very Weak

Weak

Moderate

Strong

Very Strong

Human
Resources

1

2

3

4

5

Financial
Resources

1

2

3

4

5

Time

1

2

3

4

5

Ethical
Implications

1

2

3

4

5

Training

1

2

3

4

5

Agency

1

2

3

4

5

Sustainable

1

2

3

4

5

Internal

Very Weak

Weak

Moderate

Strong

Very Strong

Human
Resources

1

2

3

4

5

Financial
Resources

1

2

3

4

5

Professional
Development
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Time

1

2

3

4

5

Ethical
Implications

1

2

3

4

5

Training

1

2

3

4

5

Agency

1

2

3

4

5

Sustainable

1

2

3

4

5

Teaching

Very Weak

Weak

Moderate

Strong

Very Strong

Human
Resources

1

2

3

4

5

Financial
Resources

1

2

3

4

5

Time

1

2

3

4

5

Ethical
Implications

1

2

3

4

5

Training

1

2

3

4

5

Agency

1

2

3

4

5

Sustainable

1

2

3

4

5

Internal

Very Weak

Weak

Moderate

Strong

Very Strong

Teams
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Management

System
Human
Resources

1

2

3

4

5

Financial
Resources

1

2

3

4

5

Time

1

2

3

4

5

Training

1

2

3

4

5

Ethical
Implications

1

2

3

4

5

Agency

1

2

3

4

5

Sustainable

1

2

3

4

5

Note. The bold and highlighted score indicates the EAIS outcome measurement.
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Ethical
Implications

Agency

Sustainable

Moderate

High

Moderate

Moderate

Moderate

Mentor

Staff on
contract

Falls
under
current
role; no
extra pay

May be a
different
approach
across
cultures

Requires
time for
meetings

May be a
different
approach
across
cultures

Currently
working
with
Heads
and
teachers

Can
continue
in staff
turnover

2.

High

Low

Low

Moderate

Moderate

High

PD

All staff
involved

Falls
under
current
teaching
contract;
no extra
pay

No
outside
experts

High
Requires
more
time
from
teachers’
schedules

May be a
different
approach
across
cultures

Can lead
and help
organize
internal
PD

Can
continue
once
formed

3.

High
All staff
involved

Moderate
Extra
teacher
required

Low
No
outside
experts

Moderate
More
planning
time

Moderate
Not all
parents
want a
bilingual
teaching
day

Moderate
Can work
across all
teams to
integrate
skills

Moderate
Depend
on buy-in
across
cultures
and
teachers

Low

Low

Moderate

High

Low

High

High

Outside
expert
not
needed

Updating
IMS falls
under
existing
role

Needs to
be more
inclusive
of key
folders,
data, and
policies

Requires
stages
and
phases to
complete

Staff
already
under
data use
clause

Skilled in
data
entry and
interface
use

EAIS
invested
in IMS
system;
legacy
system
risk is
low

4.
IMS Use

Note. Each factor is weighted equally.

Time
Investment

Low

Skills’
Training
Required

Moderate

Human
Resources
1.

Team
Teaching

Financial
Implications

Appendix C: Descriptive Analysis of Solutions Across Key Factors
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Appendix D: Change Implementation and Communication Plan

Year 1
Framework: Change Path Model [CPM], (Deszca et al., 2020)
Change model: Nadler-Tushman Organizational Congruence Model [NTCM] (Nadler &
Tushman, 1989)
Monitoring & Evaluation tool: Plan-do-study-act [PDSA], (Deming, 1993).
What

Who

When

How
EAIS
teachers
and
leaders
can
facilitate
communi
-cation to
support
the ED

Leaders;
principal
and
senior
manage
ment
team
(SMT);
teachers

Terms 13

Why
Internal data
reflects few
opportunities for
communication
from leadership
about ED
strategies to the
AWD
Low incidence of
AWD and ED
collaborations

Goal
Thorough review of
communication issues; identify
department specific strategies that
could be shared in both streams to
promote European language and
culture; develop internal, inclusive,
transparent communication at EAIS
between leadership and teachers in
the AWD and ED to support the
ED’s language and culture in the
organization; increased AWD-ED
teacher communication

Enrolment data
verifies lower
numbers in the ED
Envisioning Change through Internal Communication
CPM: Awakening – recognition of existing opportunities in EAIS; galvanize development
of SMART goals & CDCT membership through transformational leadership strategies
based on urgency drawn from data collection, accept CDCT’s role in the social construction
of change vision development. NTCM is used to facilitate feedback from outputs to inputs
and adapt strategy in response to data analysis (Burke, 2018).
CPM: Mobilization – use EAIS’ existing formal structures to work toward the change
vision and action SMART goals; communicate how change reduces negative impacts on the
ED; apply change agent knowledge, skills and abilities (Deszca et al., 2020). NTCM reevaluates external input through PESTLE data; reflect on PDSA and data analysis to adapt
strategic plan to support People construct (Burke, 2018).
CPM: Acceleration – Facilitate opportunities through social constructive practices to
engage EAIS leadership and teachers in the IMS as a means to plan and implement change;
employ transformational leadership strategies (Deszca et al., 2020; Bass & Riggio, 2014).
Articulate progress with a documented inclusive review of cross-departmental opportunities
and suggested strategies, like improved communication, to monitor and evaluate SMART
goals through PDSA (S) data analysis.
CPM: Institutionalization - Assess needs a minimum of once per term via survey feedback
& meeting descriptive data collection; develop a formal feedback and suggestions process
to engage teachers as departmental communication evolves (Deszca et al., 2020).
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PDSA: Continues in an iterative fashion as SMART goals are achieved and/or adjusted
What

Who

When

Why

Goal

Challenges

Transparency
meeting
with
leaders

Dept
heads
and
change
agent

One per
terms 13; final
meeting
at end of
term 3.

To benchmark
baseline data in
streams; to
propose CDCT
development; to
get a sense of the
existing
communication
streams in the
organization; to
review progress in
existing strategic
plan (2019-2023);
share insights
from
interactions/obser
vations with
teachers in both
the ED and AWD;
share PDSA stage
results

Quantitative data
collection to
justify
examination of
existing
communication
guidelines

Gather
existing
survey and
enrolment data

Collect data on
current
communication
initiatives
between
leadership and
teachers; review
existing survey
results on staff
communication Collect data on
enrolment per
stream; develop
PDSA

Secondary
data sharing
addressed to
ensure
anonymity.
Monitoring
change needs
to be through a
reliable and
accessible tool
SMART
goals, with an
emphasis on
measurable,
may face
resistance

Monitor how the
change vision is
being interpreted
Transparency
meeting
with all
staff

All staff;
annual
AWD/E
D
meeting

Term 1

To provide an
opportunity to all
staff to question
the need for
increased crossdepartmental
communication
and encourage
transformational
leadership
practices across
the organization;
engage staff in
urgency
concerning ED
enrolment figures.

Transparently
introduce concept
of SMART goals,
PDSA, and
working toward
IMS integration;
introduce CDCT
group initiative &
open email
invitation to join;
facilitate use of a
common
language;
facilitate trust
through a meeting
that involves both
departments

Meeting
scheduling
needs to be
input to longterm fixtures
list by March
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Observe, CDCT
record, & &
reflect
change
agent

Departmental
meetings

Dept
Heads
&
teachers

Term 1Term 3

Term 1Term 3;
two
meetings
per term

Increase
transparent efforts
to see leadership
communication
accessed &
discussed at the
teacher level;
gauge AWD
teachers’
understanding of
ED initiatives

Strengthen
relationships of
trust, respect and
empowerment
with teachers to
facilitate CDCT
initiatives

To meet formally
in a cross-stream
environment;
update staff on
communication
achievements,
activities, and
efforts; share
PDSA stage
results

Reinforce the
direction of a
common use of
IMS and
development of
cross-stream
communication.

Strengthen vision
of AWD support
for ED by
encouraging
discussion of the
impact of
communication
changes; assess
needs

Reflect on data to
justify
adaptations/restru
cturing (Term 2);
Accountability
reflection on
progress with data
representing
change efforts
(Term 3)

Colleagues
may not be
transparent
and may feel
observations
are a strategy
of surveillance
on job
performance

Teachers may
not feel
motivated to
attend.
Mandatory
attendance
measures may
lower
motivation and
faculty support
working
against a CoP
Feedback must
be gathered
reliably and
acknowledged
without fear of
retribution for
negative or
critical
observations
Detractors
may not want
to be involved
in IMS
strategy
(potential for
sabotage);
may want to
revert to 2019-
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2023 strategy
approaches
Creation AWD &
ED
of
voluntary teachers
crossdepartme
ntal

Term 1

Create a
transparent
resource for all
staff members to
share monitoring
and evaluation
progress (SMART
goal progress;
PDSA progress).

The CDCT would
support
communication
policy review,
development and
disseminate
change vision
information/progr
ess to others

If a team is not
balanced to
represent
stakeholders in
the
organization
the ED or
AWD may
feel isolated

Terms 13; two
meetings
per term
prior to
transpare
ncy
meetings

Gather feedback
data and adapt
resources for
teachers as needed
per respective
stage of PDSA

Plan how to
support
colleagues; create
strategies to
facilitate use of
IMS in the
organization
(pending teacher
feedback);
identify ways in
which AWD
teachers can being
to support ED
teachers

Leadership/tea
chers may
resist CDCT
initiatives. If
resistance is
considered
high, extra
time (for the
change plan
adaptation)
needs
consideration.

communication

team
(CDCT)
CDCT
team
meetings

CDCT
members

Year 2: PDSA is iterative pending Term 3 end-of-year evaluation

Note. The figure details the alignment of the components of the change plan as described in
the OIP, the change path model (Deszca et al., 2020), and the Nadler-Tushman congruence
model (1989).

